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STUDENTS IN THE UNITED STATES

Abstract

By Tomoko Harpster
University of the Pacific
and
Intercultural Communication Institute
2010

This thesis project explored how study abroad program administrators can help
Japanese students develop intercultural competence through predeparture and ongoing
intercultural training so as to improve their capacity to adapt effectively to American
cultural norms. The ultimate purpose of this thesis project was to help Japanese students
who were studying in the U.S. balance their involvement with their peer group from
Japan and build relationships with people in the U.S. in order to fully experience
American culture. To provide a context for this study, a review of the literature was
conducted regarding the challenges faced by Japanese students while studying in the
United States. It also examined literature concerned with elements relevant to the
experience of Japanese students as well as literature on the intercultural training that I put
together at the end of this project; those elements included: cultural issues, intercultural
competence, training design, transformative learning, and intercultural training.
iv

Interviews were conducted with international education professionals who work
with Japanese students in study abroad programs to find out how their Japanese students
adapted their Japanese cultural norms while in the U.S. Based on the literature, some
existing intercultural training programs, and the interviews, I designed an intercultural
training program for a group of Japanese students who will attend a ten-month study
abroad program in the northwest part of the U.S. The training program includes the
following elements: learning about ones own culture and other cultures, observing and
experiencing switching cultural behaviors, and reflecting critically on the interactions
with peer Japanese students as well as American students during the study abroad.
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CHAPTER I
INTRODUCTION

While many Japanese students studying in the U.S. acquire English skills and
intercultural experience through their study abroad, it is challenging far many of them to
leave their peer group and fully immerse themselves in American culture. When I
interviewed Japanese students, for an earlier study (Harpster 2005), one student told me
that she did not care how American students saw her, but she really worried about how
other Japanese students saw her. Many Japanese students reported in those interviews
that they are afraid of standing out among their peers and that they refrain from going out
and making American friends. Even though they are living in the U.S., they are still
strongly influenced by Japanese cultural norms. It seems as if they stay inside the
boundary of their Japanese culture in the U.S. Of course, since the students grew up in
Japan, they maintain Japanese cultural norms wherever they go. However, if those
students could loosen the cultural boundary and learn to move in and out of it, they would
find it easier to experience American culture fully. Therefore, my goal is to help those
students leam how to move beyond the Japanese cultural boundary and go back and forth
between two cultural norms.
Through this research, I would like to develop ways to help Japanese students
increase their intercultural knowledge and skills in order to transform their attitude
toward Japanese and American cultural norms and improve their capacity to adapt

effectively to American cultural norms so that they can fully experience American culture
while they study in the U.S. Therefore, my research question is: how can study abroad
program administrators, through predeparture and ongoing intercultural training, help
Japanese students increase their intercultural knowledge and skills in order to transform
their attitude toward Japanese and American cultural norms and improve their capacity to
adapt effectively to American cultural norms and return comfortably to the Japanese
cultural norms?
Cultural norms refer to "the collective expectations of what constitutes proper or
improper behavior in a given interaction scene" (Ting-Toomey & Chung, 2005, p. 32).
According to Ting-Toomcy (1999), cultural beliefs and values are deep in the individual,
and people cannot see them easily. Cultural norms are based on cultural beliefs and
values and can be observed.
In order to answer the research question, the literature review will first examine
what kind of challenges Japanese students and people in the host country would face if
the Japanese students stayed only in their Japanese cultural norms during their study
abroad. As specific challenges, the cultural values of collectivism and individualism, ingroup versus out-group, uncertainly avoidance, and face work will also be examined
because these may provide a foundation for the way Japanese students behave in the U.S.
during their study abroad. I will review work on intercultural competence since the goal
of this research is to help Japanese students become interculturally competent. In
addition, 1 will explore training design and transformative learning to help students
transform their frames of reference about their cultural norms. I will finally review some
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existing predeparture programs that provide cultural training to the students who are
going to study abroad.
For the study, interviews were conducted with administrators who work with
Japanese students in the U.S. to find out how Japanese students' cultural norms influence
students' progress in the U.S. For the last part of this research, 1 will design a sample
training program for a group of Japanese students who will attend a ten-month study
abroad program in the northwest part of the U.S. Vande Berg, Connor-Linton, and Paige
(2009) acknowledged that "faculty and study abroad advisors can positively influence
oral language proficiency and intcrcultural development by specific interventions, such as
including intercultural teaching in pre-departure orientation" (p. 27). The goal of this
training program will be to help students acquire knowledge about their own culture and
American culture and also increase their ability to code-shift between Japanese and
American cultures. The focus of this training will be mainly on assisting students to
increase their intercultural knowledge and skills, and transform their attitude and frames
of reference about their cultural norms. As J. M. Bennett (2008b) stated, intercultural
sensitivity is an addition to our personal repertoire of behavior, not a subtraction (p.
105).
The program, for which 1 am designing intercultural training, already has a oneweek predeparture program. The main focus of that program is to give students some
practical knowledge about living and studying in an American university. For example,
the incoming students leam the differences in the academic atmosphere between Japanese
universities and American universities, rules for living in residence halls on campus, and
ways to interact with American students. The students gain knowledge of values and
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social norms in American universities in order to succeed during their study abroad.
While this kind of practical knowledge is important to prepare students for study abroad,
the students may need more help to move outside their cultural boundaries. Because the
existing predeparture program lasts only one week, there is not enough time to explore
two cultural norms and to have the students give extended thought to them. After
learning American culture on a university campus, the Japanese students still arc apt to
stay in the framework of their cultural values and norms and prefer not to adapt
effectively to American cultural behaviors. Therefore, in this thesis, I will describe more
in-depth training for intercultural competence. This training should be considered as an
addition to the existing predeparture and ongoing intercultural training program, not as a
replacement.
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CHAPTER n.
REVIEW OF THE LITERATURE

I will review the literature in six areas that relate to my research. Those areas
include the challenge for Japanese students in study abroad in general, specific cultural
issues, intercultural competence, training design, transformative learning, and existing
intercultural training.

The Challenge for Japanese Students in Study Abroad
Many previous studies support the contention that the more international students
have social contact with the people in the host country, the better they adapt.
Zimmermann (1995) conducted research that examined perceptions of intercultural
communication competence and adaptation of international students studying in the U.S.
The study was conducted in a medium-sized university in the Midwest, and 101 out of
130 international students who studied there participated. The participants were from 35
countries and attended the university from I to 12 semesters with a mean of 3.7 semesters
Oral, face-to-face, and one-on-one interviews were conducted. Using a five-point scale,
the interviewees were asked to rate the following measures: the affective dimension such
as their "motivational and attitudinal postures" (p. 326) toward some interactions; the
behavioral dimension such as "their perceptions of their own abilities to be flexible and
resourceful in intercultural communication" (p. 326) and oral English skills; "frequency
of interaction with American students" (p. 326); the length of their stay at the university
5

and in the United States; their gender and class standing; and the adjustment dimension
such as "their overall adjustment to American life" (p. 327) and "their satisfaction with
the way they communicate in the American culture" (p. 327). Her research revealed that
although English comprehension was somewhat related to adaptation, frequency of
interaction with American students was the most important factor in the international
students* adjustment to American culture. She also found that the behavioral dimensions
such as perceptions of communication flexibility were not related to adaptation, and the
length of students' stay in the university, local community, and the United States was not
related to students* perceptions of adjustment to or satisfaction with communication in
their new environment, either. From these findings, Zimmermann suggested that while
it is useful to teach international students behavioral skills, providing opportunities for
them to talk with American students seems to be of greater use in assisting their
adaptation" (p. 330).
In reviewing variables that affect intercultura! learning and prejudice, Pettigrew
and Tropp's (2006) work as significant implications for Japanese students, they
conducted meta-analytic test of 526 papers that report 515 studies of mtergroup contact.
The papers were written between 1940 and the end of 2000. They defined intergroup
contact as "actual face-to-face interaction between members of clearly defined groups" (p.
754). From this definition, they set four criteria to select studies for meta-analysis. The
first criterion was that they include "only those empirical studies in which intergroup
contact acts as the independent variable and intergroup prejudice as the dependent
variable" (p. 755). The second criterion was that they only include the research "that
involves contact between members of discrete groups" (p. 755). As the third criterion,
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"the research must report on some degree of direct intergroup interaction" (p. 755) that
was observed directly and reported by participants. The interaction must occur in
"focused, long-term situations where direct contact is unavoidable" (p. 755) such as in
small classrooms. The fourth criterion was that "the prejudice dependent variables must
be collected on individuals rather than simply as a total aggregate outcome" (p. 755).
They searched studies that met the above four criteria through computer, personal letters
to researchers, and e-mail networks. The result of this meta-analytic test indicated that
"intergroup contact typically reduces intergroup prejudice" (p. 766). Moreover, 94 % of
the samples in their analysis showed "an inverse relationship between intergroup contact
and prejudice" (p. 766). Based on this meta-analysis and other previous studies,
Pettigrew and Tropp (2006) believed that it was important to have institutional support to
optimize intergroup contact in order to have positive contact effects. They also stated
that reducing uncertainty and intergroup anxiety is important to reduce prejudice from
intergroup contact. Intergroup anxiety refers to "feelings of threat and uncertainty that
people experience in intergroup contexts. These feelings grow out of concerns about how
they should act, how they might be perceived, and whether they will be accepted" (p.
767). These barriers are significant to the Japanese students. Pettigrew (2008) also
mentioned importance of empathy and perspective taking for positive intergroup contact.
He stated that "cross-group contact, and especially friendship, enables one to empathize
with and take the perspective of the outgroup" (p. 190). He further explained that
"affective mediators (empathy and anxiety reduction) are more important than the
cognitive mediator (knowledge), though both play a role (p. 190).
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Heikinheimo and Shute (1986) conducted a study of Southeast Asian and African
students* adjustment at a Canadian university. The purpose of the study was to "examine
and clarify the nature of foreign students* adjustment so that student organizations and
student services professionals might become more sensitive to the quality and scope of
the support services needed by foreign students in Canada and the United States" (p. 400).
After randomly approaching 30 students from Africa and Southeast Asia to conduct
unstructured and conversational interviews, they identified a few major issues and themes.
Then, they generated a questionnaire and conducted semi-structured interviews with 46
international students. Among the interviewees, 32 were from Southeast Asia, and 14
were from Africa. All Southeast Asians were undergraduate students with average age of
21, and most of the Africans were graduate students with average age of 30. The
researchers asked questions about the following issues: problems after arrival, language
ability and training, reactions by and toward Canadians, personal relationships with the
host society, activity patterns, academic concerns, racism, values, and related issues of
concern to foreign students. In addition, the researchers conducted observations for five
months in cafeterias, library, and five classes that many international students take.
Through the study, they found that students who were isolated from Canadian students in
their social life had more academic and language-related problems than students who
were integrated with Canadian students. According to the researchers, it seems that as
students' English skills improve, social and academic adjustment and learning become
easier. They also came up with some inhibitors and stimulators for foreign students
interaction with Canadians. The inhibitors were language difficulties, cultural aspects,
personal characteristics, academic concentration, and perceived discrimination. The
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stimulators were common interests, willingness to learn about another culture, and
chances to leam English. For the Japanese students, these are also relevant concerns.
Paige (1993) identified several factors that "heighten the psychological intensity
of intercultural experiences" (p. 4). These are based on intercultural literature, Paige's
persona] intercultural experience, and the experiences of his colleagues. These intensity
factors are cultural differences, ethnocentrism, language, cultural immersion, cultural
isolation, prior intercultural experience, expectations, visibility and invisibility, status,
and power and control. According to him, these factors play a large role in making
sojourners' experiences more or less challenging, difficult, and stressful.
Surdam and Collins (1984) investigated intercultural contact and adjustment for
international students at a university campus in the U.S and found that the more
international students spend leisure time with students from the host country, the better
they adapt. The study tried to determine a possible relationship between international
students' adaptation and certain independent variables. Those variables were family and
persona] backgrounds, presojourn knowledge about the U. S., previous travel experience,
participations in orientation programs, perceived English language adequacy, interaction
and intimacy with Americans, and the length of time spent in the U.S. Among 306
international students who were studying at a Rocky Mountain public university, 101
male and 42 female participants were randomly selected. They were from 35 countries
with 19.1% from Africa, 0.7% from Australia, 45.2% from Asia (including 22% from the
Middle East), 15% from Europe, 7% from Central and South America, and 13% from
North America (Canada and Mexico). All participants were interviewed and then
completed an extensive questionnaire. From the results of the study, Surdam and Collins
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made connections between international students' adaptation and certain variables. For
example, they stated that "students who spent more of their leisure time with Americans
were significantly better adapted than those who spent more leisure time with fellow
citizens" (pp. 242-243). Also, students who believed that they had adequate English
skills on their arrival were significantly better adapted than those who believed that they
did not have adequate English skills. Most international students used student services
for legal or financial matters, and only few used the services of advising or counseling for
academic or personal matters. Based on the findings, Surdam and Collins made a
suggestion that the programming for international students "should stress cross-cultural
communication, study skills, test taking, English language skills, women's issues, and
other immediate needs of the international student body" (p. 244).
Through their research on the influence of participation in a peer-pairing program
on international students* academic achievement and drop-out rates, Westwood and
Barker (1990) found that when international students had direct contact with the host
culture, they experienced fewer academic problems. This research was a part of a joint
research project between the Australian International Development Assistance Bureau
and the University of British Colombia (UBC) in Canada. At first, a group of first-year
international students at UBC who indicated a desire to participate in the peer-pairing
program was selected and matched with a host national student. They were instructed to
meet or be in contact with each other at least twice a month over an eight-month period.
At the end of the academic year, another group of students was selected. They were
matched with the first group of students according to age, sex, year, and program area of
studies, but they did not participate in the peer-pairing program. Then academic
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achievement and dropout rates were compared between two groups. This study was
conducted for three years at UBC and the number of students in the study each year was
50 for the first year, 82 for the second year, and 62 for the third year. In the fourth year,
the same study was conducted in an Australian university. However, at this time, the
researchers studied randomly sampled students among the peer-pairing participants in
order to remove the possibility of a selection bias. There were 24 students in the
experimental group, and 23 in the control group. The studies at both UBC and the
Australian university showed that the overall academic averages of the students who
participated in the peer-pairing program were significantly higher than the comparable
scores among the students who did not participate in the peer-pairing program. Also, the
dropout rate was much lower for those who participated in the peer-pairing program than
those who did not. Therefore, this research suggests that it is better for international
students to have regular contacts with students in the host culture in terms of their
academic achievement.
Vande Berg et al. (2009) argued that contacts with people in the host national
culture alone did not help students' intercultural development. They conducted a largescale, multi-year study of US student learning abroad. They had three primary goals.
The first goal was "to document target language, intercultural. and disciplinary learning
of U.S. students who enrolled in many types of study abroad programs and to compare
their learning to that of control group students a. several U.S. campuses" (p. 1). The
•
i fi/vnithin between students' learning, specific program
second goal was to identify a relationship
A twrv* r>f housine and learner characteristics
components such as duration of program and ype

• vn„ri(,nCe The third goal was to find out which
such as gender and prior study abroad exper

11

target language gains are associated with intercultural learning. The study was conducted
on nearly 1300 students abroad "who studied seven target languages or did coursework
conducted in these languages, and students who enrolled in programs abroad conducted
in English" (p. 1). Students who studied the target languages in (heir home campus in the
U.S. were included in this study as a control group. Their improvement of oral target
language proficiency and gains in intercultural development was tested pre- and poststudy abroad. From analysis of the collected data, they concluded that "students learn
most effectively abroad given proactive learning interventions" (p. 2). They specifically
mentioned that having a "well trained cultural mentor who meets frequently with students
may be the single most important intervention to improve students intercultural learning
abroad" (p. 25). Another finding from this study that relates to my research is that, at one
extreme, students who spent much of their free time with other people from the U.S. were
interculturally under-challenged and slightly regressed in terms of intercultural
development. At the other extreme, students who spent so much lime with people from
host country "became interculturally overwhelmed" (p. 24) and also repressed in terms of
intercultural development. Vande Berg et at. (2009) concluded that intervention is
necessary to give well balanced challenge and support In order to help students'
intercultural development.

Other literature suggests that Japanese students often do no. have enough social
contact with people in the host culture. For example, the results of Trice and Bitot's

• A
colleges and universities showed
research (1993) on 183 Japanese students at An
f<-»r crvndin0 time with their Japanese
that Japanese students had a strong preference
rravelin" and participating in campus social activiues.
peers discussing personal issues, trave g*
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All participants were studying at nine American colleges and universities with more than
20 other Japanese students. They were all undergraduates, 71 were men, 112 were
women, and the median age was 21 years. A survey instrument, written in Japanese, was
used to collect data. The participants were asked to rank their preference for spending
time with Japanese students, American students, and other international students in five
areas, which were studying English, studying other subjects, discussing personal
problems, traveling, and campus social activities. The majority of students (69.9%)
chose other Japanese students as their first preference for all five activities. Especially,
83% of students chose other Japanese students to discuss personal problems, and 80% of
students chose other Japanese students to study non-English subjects. They also found
that younger students, female students, and students on a single-year exchange program
wanted to spend more time with their Japanese friends than with American students.
Why do Japanese students spend more time with their peers while they need
social contact with people in the host culture in order to adapt better? Some researchers
have tried to find answers. Yamashita (2002) studied a group of female Japanese
students in the U.S. The goal of this study was to examine Japanese students' discontent
with being part of a Japanese group during their study-abroad in the U.S. and find out the
underlying cause of the personal discontent. The study was done by interview and
observation. The participants were eleven female Japanese students who were studying
in a university in the Northwest part of the U.S. for six months at the time of the
interview. They were all from the same Japanese university and participating in a
program to study English language and American culture for six or nine months. They
lived together in off campus apartments. During the interviews, these Japanese students
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expressed their discontent while studying abroad. Yamashita found that their discontent
was rooted in the fact they were living together in a small Japanese society even though
they were in the U.S. Many of them wanted to go out from the group and make friends
with American students, but they hesitated because of the peer pressure. While they
wanted to learn American culture, they were still strongly bound by Japanese cultural
norms. They wanted to become individualistic, but their actions were still based on their
collectivislic norm. Yamashita also mentioned that because of the Japanese high-context
communication style, the students expected to be understood by other Japanese students
without much verbal communication. That sometimes caused misunderstanding among
them. They also could not express their emotions in an appropriate manner. Therefore,
some students hesitated to go out from the group because of the fear to offend other
people in the group. It seemed that these issues among Japanese students made the peer
pressure stronger to keep uniformity in the group and became obstacles to prevent them
from interacting more with American students.
Triandis, Bontempo, Villareal, Asai, and Lucca (1988) also suggested that an
individualism-collectivism perspective might play a role in why Japanese students tend to
cluster together while they study abroad. They conducted a study to prohe collectivism
and individualism in Japan, Puerto Rico, and the U.S. Participants were 91 U.S.
Americans, 97 Puerto Rican, and 256 Japanese-150 who were students and 106 who
were older Japanese. The participants answered a questionnaire .hat included items in
three areas. The first area was the participant's perception of similarity between various
ingroups (such as parents, close friends, coworkers, etc.) with respect to several toptcs
(such as views on religion, tastes in music, p

14

views etc.). The second area was the

amount of attention the participant paid to the views of the ingroups mentioned in the
first area concerning various topics (such as how to vote, where to shop, how to choose
friends, etc.). The third area was how the participant would behave in various situations
that reflect conflicts between ingroup and his/her own goal. The overall results did not
show much difference between Japanese and American participants. However, in
specific cases Japanese showed that ingroups had more influence. For example, the
result showed that Japanese participants paid more attention to the views of their
coworkers than did the American participants when deciding where to shop and what to
buy, choosing intimate friends (including spouses), and deciding what kind of work to do.
In other words, they found that in certain areas, the Japanese paid attention to the views
of coworkers and friends more than Americans did. Therefore, this suggests that it is
difficult for Japanese students to leave their peer group because they worry about what
their Japanese friends think about them. Or, that they rely on a shared collective frame of
reference for both large and small decisions.
Studying the challenges faced by Japanese students in terms of peer pressure,
Ellis (1993) pointed out that peer pressure often plays a negative role in the classroom for
ESL (English as a Second Language) or EFL (English as a Foreign Language) students.
The main goal of this study was to investigate the relationship between language contacts
made outside of the classroom by Japanese students in Canada and how those contacts
affected their participation in the classroom and their overall academic performance. The
subjects were 32 Japanese students who studied in an intensive program sponsored by a
large postsecondary institution in the Vancouver area. There were 19 males and 13
females, and all of them came from a large Japanese university. The study was done by a
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combination of observation in the classes, participation in extra curricular activities, and a
questionnaire asking subjects to report their motivation and the extent of contact with the
second language outside of the regular classes such as amount of time that students speak
English and if they watch television programs in English. The result of the questionnaire
showed a positive relationship between the subjects' academic performance and their
motivation and the amount of contact with the second language outside of the classes.
Through his observation, Ellis also found that peer pressure could negatively affect
students' participation in the class. As he mentioned, there is an old Japanese proverb,
"the protruding nail gets hammered down," and many Japanese students tend to use peer
pressure to keep conformity in the group. It is very difficult to change this tendency
because this is one of the "deeply engrained Japanese cultural characteristics" (p. 14). At
the same time, he also pointed out "the monocultural bonds of the students outside of the
classroom are important" (pp. 5-6). It may, therefore, be better to have support from peer
students to cope with culture shock. According to Ellis, these peer networks "should
eventually open up to allow other non-Japanese individuals to enter the group ' (p. 6).
Otherwise, Ihcy will be isolated from the people in the host culture.
The literature above suggests that peer pressure among Japanese students is one of
reasons why Japanese students tend to group together and limit their interactions with
people in the host culture. Is the problem with peer pressure unique to Japanese students?
I looked for literature that examined international students other than Japanese to see if
they had the same kind of problem with peer pressure.
Some American students according to Ryan and Twibell (2000), for example,
have had a hard time fitting into a new society and have had difficulties making friends in
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a new culture. This was a longitudinal study to examine the nature of stressful situations
that students experience during studying abroad, to explore relationships among stressrelated variables and health, and to evaluate educational outcomes of the study-abroad
experience. The data were collected in three phases. The first phase was before students
depart to set the baseline. The second phase was approximately two months after they
started studying abroad when the honeymoon period was past. The third phase was after
they finished their study abroad to assess their experience. The participants were
American college students who studied abroad, mainly in European countries, for at least
one or two semesters. The number of the participants for the first phase was 154, the
second phase was 70, and the third phase was 101. Participants were between 18 and 20
years of age. Eighty percent of the participants were Caucasian, and 72 percent of the
participants were female. The result of this study showed that the most stressful
situations for the participants were social isolation and difficulties in communicating.
However, the data also showed that as students advanced from phase one through phase
three, they came to view people in a more positive way, accept responsibility for others,
and have empathy for others.
Other American students reported having a difficult time dealing with their
American peers and fewer problems dealing with people from the host culture
(Kauffmann, Martin, Weaver, & Weaver, 1992). Kauffmann and his associates examined
the existing research regarding the effects of studying abroad on participating students.
They also interviewed students from the three institutions with which the authors were
affiliated. From those interviews, they found that both the existing research and the result
of the interviews suggested that the American peers could be supportive during their
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study abroad. However, I have not found any literature that mentions American students
abroad having difficulties dealing with their American peers because of peer pressure.

Specific Cultural Issues
As some literature suggested in the previous section, the collectivismindividualism value orientation appears to be a specific factor for the challenges that the
Japanese students face during their studying abroad in the U.S. Therefore, I have
examined some literature on collectivism and individualism in this section. I have also
studied some other intercultural value orientations that might present some challenges for
Japanese students in the U.S. They arc in-group vs. out-group, uncertainty avoidance,
and facework. After that I look into styles of conflict resolution because different styles
of conflict resolution seem to present challenges to Japanese students in the U.S.

Collectivism/Individualism
The reason Japanese students have had trouble disengaging from their peer group
may be because of Japanese collectivistic values. Triandis (1995) defined collectivism as
"a social pattern consisting of closely linked individuals who see themselves as parts of
one or more collectives (family, co-workers, tribe, nation)" (p. 2). People in the
collectivistic cultures, according to Triandis, have given priority to their collectivistic
obligation over their own individual goals and interests. The examples of collectivist
countries cited by Triandis were Japan, Brazil, India, and Russia. In terms of
individualism, Triandis defined the term as "a social pattern that consists of loosely
linked individuals who view themselves as independent of collectives" (p. 2). He went
on to state that people in individualistic cultures give priority to their personal goals and
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interest over the collectivistic obligation. The United States, France, England, and
Germany were the examples of individualist countries that he identified. Triandis also
pointed out the issues of in-groups and out-groups as well as the different levels of selfesteem that people hold in collectivistic cultures and individualistic cultures. These
issues appeared to be related to why Japanese students have had difficulties in decreasing
their involvement with their peer group by themselves.
Another issue that Triandis mentioned was tightness and looseness of the culture.
People in the tight cultures have had to behave according to the norms of the culture that
contain limited actions that are appropriate to a particular situation, and that lead to
severe punishment by other members of the culture when deviation from the norm occurs.
Japan has been considered a tight culture. Although Triandis stated that many young
contemporary Japanese were shifting toward individualism and not interested in
traditional Japanese culture, the tightness of the culture has seemed to influence how a
group of Japanese students behave while they are studying abroad. Loose cultures have
multiple norms, and deviation from the norms is accepted. The U.S. is one of the loose
cultures.
Hofstede (1996) stated that people in collectivistic cultures tend to maintain
harmony, have loyalty to the group, base behavior on the concept of shame, and try to
maintain their face. People in individualistic cultures, on the other hand, tend to prefer
confrontation, do not have group obligation, base behavior on the concept of guilt, and
value self-respect rather than face. Hofstede also mentioned that people in collectivistic
cultures tend to have a high-context communication style, and people in individualistic
cultures often use a low-context communication style. Hall (1998) explained that a high-
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context communication style was "one in which most of the information is already in the
person, while very little is in the coded, explicit, transmitted part of the message" (p. 61).
A low-context communication style was one in which "the mass of the information is
vested in the explicit code" (p. 61). These characteristics of the colleclivists might help
explain why Japanese students have tended to stay with their peer group.
In their extensive study of intercultural issues in global business, Tronipenaars
and Hampden-Turner (1998) described a process for reconciling individualism and
communitarianism (they use the term comrmtniiarianism instead of collectivism).
Approximately 30,000 people from 50 different countries participated in their research.
One of the issues discussed about in their book was the difference between individualoriented people and group-oriented people in business settings and how to reconcile the
differences. They stated that dimensions of individualism and communitarianism "are
complementary, not opposing, preferences" (p. 53). Trompenaars and Hampden-Turner
suggested taking a stance of meeting at a mid point. This might help Japanese students to
loosen their cultural norms and move away from their peer group.

Jn-Group vs. Out-Group
According to Yamashita (2009), "the concept of in-group vs. out-group is crucial
to understand more about Japanese communication" (p. 43). Ting-Toomcy and Chung
(2005) defined in-group and out-group as follows.
•tU M/VIr*m we feel emotionally close and with whom we
In-groups are groups with whom w
exlendcd family, our sorority or
share an interdependent fate, such a
* elhn|C
p Out-groups, on the
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^ emolionai ties, and, at times, we
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|ro|n |hem and cven feci competitive
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og
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may experience great Py
' ' fraternity, our wartime enemy or simply
against them—they can be our nv
M HNIROROUD ( D 55)
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According to Ting-Toomey and Chung (2005), cultural value patterns regulate in-group
consensus and set standards of that is valued or devalued. Those value standards
"provide a clear reward and punishment system that reinforces certain behaviors and
sanctions other unacceptable behaviors over time" (p. 56).
Condon (1977) explained the concept of in-group with the language of "we." The
language of "we" discourages a distinction between "1" and "you." Through some rituals,
people in the "we" relationship share the same experiences, hence, the members of the
group also share the feeling of closeness and oneness. At the same time, the feeling of
closeness and oneness also serve "to emotionally separate those who arc outside of the
group" (p. 59).
Yamashita (2009) pointed out that "collectivists tend to think that being excluded
from the in-group might mean losing support and becoming powerless and weak" (p. 44).
This helps explain why Japanese students in the U.S. have hard time breaking away from
their peer group.

Uncertainty Avoidance
Hofstede (1980) stated that "coping with inevitable uncertainties in life is partly a
non-rational process which different individuals, organization, and societies resolve in
different ways" (p. 161). When people face uncertainty, some individuals perceive
greater need for action for overcoming it than others depending on their level of tolerance
for uncertainty. Each society has different norms for uncertainty avoidance, and
members of these societies act based on these norms. According to Hofstede, Japan is
categorized as a strong uncertainty avoidance group. On the other hand, the United
States is categorized as a weak uncertainty avoidance group. Members in strong
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uncertainty avoidance cultures prefer to have formal structures and formal rules in order
to counteract uncertainties in social interaction, and the members in those cultures are
expected to closely follow those structures and rules (Ting-Toomey, 1999). Strong need
for consensus and intolerance of deviant people and ideas are some of the societal norms
of the high uncertainty avoidance group, as noted by Hofstede (1980).
Barnlund (1975) concluded that "differences appear to be minimized or
suppressed in Japan in the interest of preserving the harmony of the group" (p. 137).
Based on this conclusion, Yamashita (2009) argued that "exhibiting a different behavior
in the group may have caused anxiety and uncertainty for other group members because
of their intolerance of unexpected behavior' (p. 39). This value orientation may present a
challenge for Japanese students in the U.S. when they try to go out from their peer group
to integrate with students in the host culture.

Fa rework
According lo Ting-Toomey (1999), faccwork is composed of "the specific
communicalion behaviors that we engage in lo save
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to their face. Therefore, some high-context Japanese students might be afraid of losing
face by going out from their peer group and being excluded from the group.

Styles of Conflict Resolution
Hammer (2005) stated that a conflict dynamic is characterized with "the elements
of perceived disagreements" and "a strong, negative emotional reaction" (p. 676).
Conflict style is referred to as "the mannerin which contending parlies communicate
with one another around substantive disagreements and their emotional or affective
reaction to one another" (p. 679). How people deal with conflict, he notes, is different
from culture to culture because they learn it from one another in cultural communities.
Hammer came up with a model of intercultural conflict style that focuses on
whether people tend to express their disagreements to one another directly or indirectly,
and whether people are more emotionally expressive or more emotionally restrained in
communicating how they feel toward one another around conflictual issues. The model
created by Hammer contains four styles that describe an approach to conflict resolution:
Discussion, Engagement, Accommodation, and Dynamic. The Discussion style
emphasizes a more verbally direct approach with a more emotionally restrained or
controlled manner toward conflict resolution. People with this style are comfortable
talking about the disagreement directly to one another. For them, the discussion should
be based on objective facts and should not include personal feelings. The Engagement
style emphasizes a more verbally direct and confrontational approach with an
emotionally expressive demeanor. People with this style are more comfortable with
emotional confrontation than people with the Discussion style. The Accommodation
style emphasizes a more indirect approach with a more emotionally restrained or
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controlled manner. For people with this style, maintaining calm and reserve is essential
in order to keep interpersonal harmony. They like to use indirect speech and
intermediaries, and try to minimize the level of conflict. The Dynamic style emphasizes
more indirect strategies with more emotionally intense expression. People with this style
like to use third party intermediaries and more emotionally expressive discourse.
Based on the conflict resolution exercise that was developed by Simpson (as cited
in M. J. Bennett, 1995), M. J. Bennett also derived with five intercultural styles of
conflict resolution. They are denial or suppression, power or authority, indirectness,
group consensus, and direct discussion. People who use denial or suppression try to
solve problems by denying their existence. By doing so, they can preserve surface
harmony. In power or authority style, people who have authority or majority settle the
conflict, and these people use power to impose a solution. People who use indirectness
point out problems through subtle suggestion or by carefully worded letter or e-mail.
They may use a third person to be a "go-between" to convey messages. With group
consensus style, people use a group to share ideas about resolving conflict, and make a
decision as a group that everyone in that unit can agree. People who use direct discussion
talk openly with each other about their perception of the problem, their feelings about it,
and possible solutions.
Ting-Toomey (1999) stated that many past studies indicated that people in
different cultures exhibit different conflict styles, and each culture has its own influence
on its conflict style. In terms of individualistic and collectivistic values, she continues,
"individualists tend to use more self-defensive controlling/dominating and competitive
styles in managing conflict than do collectivists" (p. 216). On the other hand,

24

"collectivists tend to use more collaborative/integrative and compromising styles in
dealing with conflict than do individualists" (p. 216). Ting-Toomey also pointed out that
the difference in the use of silence when dealing with conflicts. In collectivistic cultures,
silence can be "interpreted as an ambiguous 'yes' or 'no' response" (p. 216). However,
silence may be viewed as "an admission of guilt or a sign of incompetence" (p. 216) in
individualistic cultures.
Augsburger (1992) described differences in conflict styles in high-and lowconlext cultures. In a low-context culture, "a conflict is more likely to be seen as a oneto-one difference" (p. 28). On the other hand, in a high-context culture, "a conflict is
experienced as a characteristic of ongoing relationships in a less mobile, more permanent
and given context that cannot readily left behind, challenged, or changed" (p. 29). While
people in a low-context culture tend to isolate the fact around the conflict and seek an
adjustment of behaviors related to the conflict, people in a high-context culture tend to
see a conflict in holistic terms and seek adjustment of the whole situation. Also, in a
high-context culture, Augsburger concludes, people often use a third party to vent so that
they can release tension and frustrations.
These Japanese stjdes of conflict resolution help explain why Japanese students
try to adhere to their group norms in order to avoid conflicts with their peers.

Intercultural Competence
The goal of this research is to find out how study abroad program administrators
can help Japanese students adapt effectively and learn to switch comfortably between
Japanese and American cultural norms. Before proceeding, however, I need to explore
intercultural competence in relationship to the goals of my study. As I mentioned earlier,
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if the Japanese students could gain intercultural competence, it might help them
overcome their challenges rooted in collectivism-individualism and other cultural issues.
Thus, I studied some literature on intercultural competence before I investigated the
training that leads the students to gain intercultural competence.
Spitzberg and Changnon (2009) conducted comprehensive meta-analysis of
existing publications on intercultural competence. They divided the models into
following five types: compositional, co-orientational, developmental, adaptational, and
causal process. Compositional models provide lists of "relevant or probable traits,
characteristics, and skills supposed to be productive or constitutive of competent
interaction" (p. 10). Co-orientational models conceptualize "interactional achievement of
intercultural understanding or any of its variants" (p. 10) and focus on particular
criterion of communicative mutuality and shared meanings (p. 10). Developmental
models specify stages of progression of intercultural competence and emphasize the
process of progression. Adaptational models emphasize that "competence is manifest in
mutual alteration of actions, attitudes, and understandings based on interaction with
members of another culture" (p. 10).

At last,

causal process models reflect fairly

specified interrelationships among components and are the most easily formalized from
or into testable propositions" (p. 10). At the end, Spitzberg and Changnon came up with
a list of similarity and diversity of those models. Hre list contains over 300 concepts and
factor labels associated with interpersonal, communicative, and intercultural competence.
After examining of variety of perspectives of intercultural competence. J. M.
Bennett (2008b) found that "there is an emerging consensus around what constitutes
u• u
most often viewed as a set of cognitive, affective, and
intercultural competence, which is most OIICI
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behavioral skills and characteristics that support effective and appropriate interaction in a
variety of cultural contexts" (p. J 6). According to J. M. Bennett (2008a), cognitive is

mindset, behavioral is skillset, and affective competence is heartset. The cognitive
competencies include both culture-general and culture-specific knowledge, cultural selfawareness, and knowledge about identity development patterns and cultural adaptation
processes. The behavioral competencies, she states, are characteristics and skills that
typically include "the ability to emphasize, gather appropriate information, listen,
perceive accurately, adapt, initiate and maintain relationships, resolve conflict, and
manage social interactions and anxiety" (p. 19). The affective competencies, J. M.
Bennett comments, are attitudes and motivations that include curiosity, initiative, risk
taking, suspension of judgment, cognitive flexibility, tolerance of ambiguity, cultural
humility, and resourcefulness.
J. M. Bennett (2008a) also came up with five principles for developing
intercultural competence. The first principle is that "cultural knowledge does not equal
cultural competence" (p. 17). Even if some people know about objective culture such as
history or politics, they can still be unsuccessful in their daily interaction without
attention to subjective culture, which is "the learned and shared values, beliefs, and
behaviors or a community of interacting people" (p. 17). The second principle is that
"language learning may not be sufficient for culture learning" (p. 17). Some people who
are fluent in other language may act culturally inappropriately if they do not learn its
culture. The third principle is that "disequilibrium need not lead to dissatisfaction' (p.
17). Upsetting experience from cultural difference can turn in to culture learning if it is
well facilitated. As the fourth principle, J. M. Bennett stated that "cultural contact does
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not necessarily lead to competence" (p. 17). As an example, she mentioned that
American students may be in the vicinity of Asian events, but they may be having an
American experience. She stressed that the educator needs to "facilitate reconstruing
those events as Asian" (p. 17). The fifth principle is that "cultural contact docs not
always lead to a significant reduction of stereotypes" (p. 17). In order to reduce
stereotypes, structured programs and interventions are necessary.
To help students develop intercultural competence, Paige and Goode (2009)
argued that intentionally or not, international education professionals including study
abroad administrators are role models of intercultural competence for their students.
Therefore, they made some recommendations to develop the intercultural competence ol
international education professionals. The first and most essential recommendation was
to provide opportunities to gain more knowledge of intercultural concepts and theory.
The second recommendation for international education professionals is to learn about
intercultural development. Then they can provide appropriate support tor students in
various stages of development. At last, Paige and Goode stated that although
international education professionals do not need to be intercultural specialists, they need
to have a basic understanding of core intercultural concepts, "which combined with their
expertise as educators, can support intercultural learning among their students (p. 346).

Training Design
J. M. Bennett (2010) stressed the importance of a conceptual rational when we
design the training. In other words, when we decide content, methods, and sequence, the
decision should be made based on a theoretical framework. Since designing a sample
intercultural training for a group of Japanese students is a part of my research, in this
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section, I examined some theoretical frameworks regarding training design including the
Learning Styles Inventory (Kolb, 1993), the Developmental Model of Intercultural
Sensitivity (M. J. Bennett, 1993), and the Challenge and Support model (J. M. Bennett,
2008b).

Learning Styles inventory
The Learning Styles Inventory (Kolb, 1993) helps students become aware ol their
strengths in the learning cycle, and give instructors a model to design learning activities
so that students go through all four styles of the cycle. By completing the inventory, the
students can find out which of the four styles of the learning cycle reflect the way they
like to learn. According to Kolb, the four styles of the learning cycle arc Concrete
Experience (CE), Reflective Observation (RO), Abstract Conceptualization (AC), and
Active Experimentation (AE). The CE learns from feeling. Students with this style
prefer to learn from specific experience and by relating to people. Some of the act
that suit for students with CE, J, M. Bennett (2010) suggests, are small group discussions,
examples, autobiography, and trigger films.

The RO learns from watching and listening.

Students with this style prefer to carefully observe before making any judgments. They
also view issues from different perspectives.
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simulations/games, and practice assignments. Koib (1993) stated that in order to be an
effective learner, students have to shift through all four styles rather than staying in one.
J. M. Bennett (2010) further explained that educators need to design the training process
based on the learners* likely learning style preference. The training should start at their
probable preferred entry point and hit all styles in order to meet the needs of learners with
different learning styles. According to J. M. Bennett, likely learning style preferences lor
Japanese students arc Concrete Experience and Reflective Observations.

Developmental Model of Intercultural Sensitivity
According to J. M. Bennett (2008b) the Developmental Model of Intercultural
Sensitivity (DMIS) developed by M. J. Bennett (1993) "can provide a substantial
conceptual basis for intercultural training design ' (p. 375). DMIS is a continuum of
increasing sophistication in dealing with cultural difference, moving from cthnocentrism
through stages of greater recognition and acceptance ol difference, here termed
'ethnorelativism*" (M. J. Bennett, 1993, p. 22). J. M. Bennett (2008b) explains more as
follows. Elhnocentrism is a perspective to avoid differences, and people in these stages
see other cultures from the view of their own culture. On the other hand, ethnorelativism
is a perspective to seek differences. When people reach these stages, they can see their
own culture in the context of other culture. There are three, ethnocentric stages and three
elhnorelative stages.

Denial
-M T Bennett (1993) stated that "a
The first stage of ethnocentnsm is denial. M. J. nenneu r
;
e .ri,nnr-pnfHcm" to. 30). People in this stage do
denial of difference is the purest form of eth
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not recognize other cultures or simplify the cultures "in rather vague ways" (J. M.
Bennett & M. J. Bennett, 2004, p. 153). They either do not experience cultural difference
at all, or they experience it as "a kind of undifferentiated other such as 'foreigner' or
'immigrant'" (p. 153). Even if some people in this stage face obvious cultural differences,
they simply believe that "cultural diversity only occurs elsewhere" (p. 30), It might seem
rare to see this stage of ethnocentrism in the modern world where many cultures exist
together. However, according to M. J. Bennett (1993), it can happen through either
physical isolation such as living in a very remote area or by the separation created by
intentional physical and social isolation.
An appropriate training strategy for people in denial stage is to introduce them to
the existence of culture and its relevance to them (J. M. Bennett, 2008b). J. M. Bennett
further explained that the trainer can help them "develop the initiative to recognize
differences, to gather appropriate information, and to be comfortable with being
culturally curious" (p. 378) through some activities that help learners relate more directly
to cultural differences.

Defense
Defense is the second stage of ethnocentrism. According to M. J. Bennett (1993)
and J. M. Bennett and M. J. Bennett (2004), people in this stage discriminate other
cultures in more complex ways but perceive cultural differences as a threat to their sense
of reality and identity. According to J. M. Bennett and M. J. Bennett, they view the
world as "polarized into us/lhem distinctions" (p. 154), and they stereotype people of
other groups.
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Reversal is a variation on defense. People in reversal denigrate their own culture
and exalt another culture. J. M. Bennett (2008b) explained that "while this may
superficially seem to be more culturally sensitive, in fact it is nevertheless still dualislic
and a defensive reaction to exposure to difference" (p. 378). According to J. M Bennett,
this is the only stage in which the primary goal of training is to promote recognition of
cultural similarities in order to shift the frame of reference "from 'us/lhem' to 'they arc
not so bad after all'" (p. 379). J. M. Bennett recommended avoiding the topic of culture,
instead, she suggested other activities to promote team building such as making Legoblock models of interaction, rope courses, and karaoke in order to build comfort with
other cultures.

Minimization

The last stage of ethnocentrism is minimization. While people in this stage
recognize cultural differences, they try to ignore the cultural differences and overly
emphasize the cultural similarity. Typical statements they make includes "we are all the
same deep down despite of superficial differences." This is the most complex strategy
for avoiding cultural differences. By believing people are all same deep down, they do
not have to recognize their own culture, understand other cultures, or make the necessary
adaptation (J. M. Bennett, 2008b; J. M. Bennett & M. J. Bennett, 2004; M. J. Bennett.
1993). According to J. M. Bennett (2010), most trainees are in this stage.
J. M. Bennett (2008b) explains that the primary goal of training for this stage is to
develop cultural self-awareness. Other goals are to develop open-mindness, listening
skills, accurate cross-cultural perception, nonjudgmentalness, knowledge of their own
culture, and culture maps for understanding other cultures. Activities that help .earner,
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recognize their own culture and achieve a general sense of cultural patterns are
appropriate.

Acceptance
Acceptance is the first stage of ethnorclativism. People in this stage acknowledge
and respect cultural difference. They accept difference as a necessary and preferable
human condition (M. J. Bennett, 1993). They are able to acknowledge their own cultural
filters and suspend their judgments temporarily in order to understand others. They may
sec the complexity and validity of another culture's world view (J. M. Bennett, 2008b).
J. M. Bennett and M. J. Bennett (2004) further explained that people in the acceptance
stage can recognize that their own ethical position is just one of several possible positions,
depending on the cultural context.
The primary goal of training for this stage is to increase the complexity of
trainees' ideas about culture. For J. M Bennetl (2008b), "Moving beyond the initial
understanding of their own culture, they can explore culture more deeply, realizing w„h
some degree of cultural humility that their own culture exists in a con,ex, of equally valid
cultures" (p. 381). J. M. Bennett recommended activities such as simulations, role-plays,
dialogues, and case studies for this stage.

Adaptation
As the second stage of ethnotelativism, people in adaptation stage have enhanced
skills for relating to and communicating with people of other cultures (M.J. Bennett,
1993). J- M. Bennett and M. J. Bennett (2004) explained the progress within this stage.
A. first, the fotm of cognitive frame shifting occurs. Cognitive frame shifting means
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people "attempt to take the perspective of another culture" (p. 156). In other words,
people try to understand experience through characteristics of another culture rather than
their own cultural characteristics. Then behavioral code-shifting follows. People can
behave appropriately when they "feel the appropriateness" (p. 156) based on their
understanding of the perspective in another culture. J. M. Bennett and M. J. Bennett
(2004) stressed that frame shifting has to occur before code shilling. They explained that
"it is important for adapted behavior to emerge because it 'feels right," not because 'that
is how one is supposed to act.'"(p. 156). J. M. Bennett and M. J. Bennett also pointed out
that adaptation does not mean that people need to abandon their own culture. Instead,
people can expand their definition of self to include, alternative contexts. In other words,
people can expand their repertoire of behavior appropriate to various cultural contexts.
According to J. M. Bennett (2008b), the primary goal of training in this stage is to
"improve the capacity to shift frames of reference and to function effectively and
appropriately in that other perspective" (p. 382). Through games and simulations,
trainees can practice shifting their frames of reference and behaviors.

Integration

The last stage of clhnorelativism is integration. M. J. Bennett (1993) cued
Adler's (1977) explanation as follows. People in integration stage are "always ,n the
process of becoming a

of mi apart from part
a given cultural context (p. 59). They

identify themselves with their own culture and other cultures from a men-level. By
doing so. they experience cultural marg.nality, living on the edge of two or more eulture.
One form of identity is encapsulated marginality(J.

M. Bennett. 1993). J. M. Bennett

, - i .w "in this condition, one's sense of self is stuck
and M. J. Bennett (2004) explained that in this conui
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between cultures in a dysfunctional way" (p. 157). People in encapsulated marginality,
according to J. M. Bennett (1993), feel that they do not belong to any culture ami cannot
construct a unified cultural identity. Another form of identity she describes is
constructive mcirginality. J. M. Bennett and M. J. Bennett (2004) explained that with
constructive marginality "identity is also defined on the margins of two or more culture,
but the ability to move easily in and out of cultural context is restored" (p. 157). People
in the constructive marginality can intentionally and consciously create their own cultural
identity (J. M. Bennett, 1993).
According to J. M. Bennett (2008b) a primary goal of training for this stage is "to
facilitate an individual's resolution of the multicultural identity (p. 383). An appropriate
approach to training for this stage is to provide the trainees with the opportunity to
explore the nature of being a multicultural person (p. 383). Raising a
multicultural/multiracial family, marrying across cultures, and transferring to another
country for new assignment are some examples that can often lead to this multicultural
identity. J. M. Bennett (2008b) also stated that it is rare to have a training session where
most of the trainees are in integration stage.

Challenge and Support
Another model Chat can provide a conceptual basis for training design is the
Challenge and Support model (J. M. Bennett, 2008b).
Sanford (1966) explained as follows.
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then
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J. M. Bennett (1993) further explained that if both content of the material and process to
learn the content are highly challenging, the learners will disengage from learning. On
the other hand, if both content and process present too low a challenge, the learners will
rest and will not learn. She explains that content refers to the subject being taught such as
culture shock or negotiation, and process refers to the methods in use such as lecture or
role-plays. When making a plan for intercultural training programs, she continues,
challenge and support need to be balanced so that the students will learn effectively.
However, the degree of challenge in certain content or process is not same for everyone.
She notes, "Learners with different cultures and developmental worldviews may rind
certain content very challenging or affirming of their experience (p. 376). Also, how
challenging each process is to certain people depends on their culture, learning styles,
cognitive styles, and communication styles. According to J. M. Bennett, in general,
activities that require self-disclosure, that risk loss ol face, or that elicit strong conflict
may involve high challenge for many (but not all) cultures (p. 376). Trainers need to
assess the challenge in the content area first, and then they can compensate the degree of
challenge with process that is at the appropriate level of challenge in order to gi\e well
balanced challenge and support.
J. M. Bennett (2008b) explained the degree of challenge in each stage of DMIS.
When people are in the earlier stages of DMIS-^ienial and defense-it is very
challenging for them to talk about cultural differences. As people move toward later
stages, it becomes less challenging. Therefore, she suggested presenting lo
content and using less challenging methods to give support for the people in the earlier
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stages of DMIS. For people in later stages, the trainer can present higher risk content and
use more challenging methods to draw maximum learning.

Transformative Learning
In order to help Japanese students transform their idea of Japanese cultural norms
and adapt to American culture, I explored the area of transformative learning.

Theory of Transformative Learning
Mezirow (2000) explains his theory of transformative learning as follows:
Transformation Theory's focus is on how we learn to negotiate and act on our
own purpose, values, feelings, and meanings rather than those we have
uncritically assimilated from others—to gain greater control over our lives as
socially responsible, clear-thinking decision makers, (p. 8)
The transformative learning process may help Japanese students decide how to achieve
their own purpose for studying abroad and how to not be solely influenced by Japanese
cultural norms.
According to Mezirow (2000), transformation often follows the phases below.
1. A disorienting dilemma
2. Self-examination with feelings of fear, anger, guilt, or shame
3. A critical assessment of assumptions
4. Recognition that one's discontent and the process of transformation are shared
5. Exploration of options for new roles, relationships, and actions
6. Planning a course of action
7. Acquiring knowledge and skills for implementing one s plans
8. Provisional trying of new roles
9. Building competence and self-confidence in new roles and relationships
10. A reintegration into one's life on the basis of conditions dictated by one s new
perspective, (p. 22)
Application of Transformative Learning for Intercultural Training

Kegan (2000) explained the differences between Mezirow's transformative
learning and other categories of learning; he used the words informative learning and
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transformative learning. By informative learning, he meant that people add knowledge
to their existing way of thinking. On the other hand, transformative learning changes
people and increases the flexibility of their ways of thinking. In transformative learning,
how people know things is more salient than what people know. Based on his meta
analyses of research on intergroup contact, Pettigrew (2008) stressed that empathy and
anxiety reduction are far more important than knowledge about other cultures in order to
have a positive intercultural contact. In order to build empathy and reduce anxiety,
people need to critically assess their own existing ideas toward dillerent cultures, and
learn a new way of thinking about them. Therefore, transformative learning can help
people improve their relations with other cultures by transforming their perspective
toward those cultures.
Based on her research on a group of Japanese students, Yamashita (2005)
explained how Japanese students could transform their frame of reference by applying the
transformative learning theory as follows.
Theoretically, if the Japanese students are able to take the cultural norms as
objects, reflect upon them, and organize the cultural norms so they anJ_"° nn^r
subject to them, then they can move out of their emotional dilemma. Thai is. they
may be able to preserve core values from their Japanese culture and also change
those aspects that help them to move freely between the two cultures, (p. -I
This is the goal of the intercultural training described in this paper. To be more specific.

I would like to help Japanese students accept that they can disen.ace from the* pc
sometimes in order to immerse ibemselves in American culture, and attempt more intense

culture leaning. In order to make this happen, how can we foster transformative
learning?
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As Mezirow (2000) mentioned, learners would need to have critical reflection in
order to transform their existing mindset. He explained that "we transform frames of
reference—our own and those of others—by becoming critically reflective of their
context—the source, nature, and consequences of taken-for-granted beliefs" (p. 19).
Yamashita and Shinomiya (2004) stated that people needed to know both their own frame
of reference and the other's frame of reference in order to have epistemological change,
that is, understanding how they come to know or their ways of knowing.
E. W. Taylor (2000) added that affective learning is necessary in order to have
transformative learning occur. According to him, emotions and feelings played a primary
role in the fostering of critical reflection. He further stated "it is our very emotions and
feelings that not only provide the impetus for us to critically reflect, but often provide the
gist of [sic] which to reflect deeply" (p. 305).
The following are more concrete suggestions for fostering transformative learning.
K. Taylor (2000) mentioned the importance of experiential learning, commenting that
"Rather than depend on information about something, learners were encouraged to
experience something" (p. 163). She suggested activities that have learners write short
essays describing their individual opinions about a guiding ethical question. Then she
recommended some small group activities and additional reading and writing
assignments to foster reflection. According to K. Taylor, by making learners existing
ideas and beliefs the starting point, the learners reflect on these ideas by using both their
own interpretation and other peoples' ideas. It also helps raise awareness of one s own
hidden assumptions and encourages self-questioning. In this activity, during the
reflection, all answers must be supported with textual material that explains or justifies
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them. By doing so, the learners will gain more concrete ideas about the source of their
ideas and assumptions. K. Taylor mentioned that the students often seek the "right
answer" at the beginning; therefore, the instructor should offer help by asking questions
that facilitate the students' exploration.
As E. W. Taylor (1998) pointed out, it takes time for transformative learning to
occur. The main focus of this paper is on the predeparture intercultural training; however,
the ongoing training throughout the year during the study abroad program also must be
designed.

Existing Intercultural Training
In preparation for designing a new intercultural training program for Japanese
students studying in the U.S., I examined the literature concerned with existing
intercultural training programs.

Training Program for the University of Minnesota
Paige, Cohen, Kappler, Chi, and Lassegard (2002) developed training materials
for the University of Minnesota. They were field tested and implemented at the
Department of Spanish and Portuguese and the Learning Abroad Center at the University
of Minnesota. Paige et al. (2002) reported that students' responses were very positive. In
addition to the materials for students, they also published a guide for program
professionals that explained the background of the theories, provided ideas for facilitating
discussions, and included handouts for students.
Although research on the relationship between a student's language ability and
the potential for promoting adaptation will not be a part of this study, which focused on
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culture learning, Paige and his colleagues noted some related important thoughts. They
believed that "learning both the language and the culturc(s) of the host country will help
your students make the most of their study abroad experience" (p. 4).
The purpose of this intercultural training material by Paige and his colleagues was
to provide students the tools to achieve their learning goals. In other words, this material
would help students increase their awareness of "the multitude of strategics available for
language and culture learning" (p. 3). Among the contents of this material, the following
could be adapted to my intercultural training program.

Learning Style Survey
According to Paige et al. (2002) finding out students' learning style preferences
would help planning how to support students' learning in the training program. It would
also help students learn about themselves as well as try something new to enhance their
learning. One example is Learning Style Survey: Assessing Your Own Learning Style,
which was created by Cohen, Oxford, and Chi (as cited in Paige, Cohen, Kappler, Chi, &
Lassegard, 2002). The survey was designed to understand a student's overall learning
style preferences. A student responds to each statement that represents the student s
approach. The statements were divided into 11 activities representing twelve different
aspects of students' learning style. These activities and aspects of leaning style were as
follows.
I. How students use their physical senses: Visual, auditory, or tactile/kinesthetic.
If students prefer visual, they learn best through visual means such as books, video,
charts, and pictures. If students prefer auditory, they would like to learn through
listening and speaking activities such as discussions, lectures, audio tapes, and role41

plays. If students prefer tactile/kinesthelic style, doing something such as playing
games, building models, and conducting experiments works best for them to learn.
2. How students expose themselves to learning situations: Extraverted or introverted.
Students with a more extraverted tendency would enjoy social and interactive
learning activities such as games, conversations, discussions, debates, role-plays, and
simulations. Students with a more introverted tendency would prefer more
independent work such as reading by themsel ves or learning with a computer. They
might also enjoy working with one other person they know well.
3. How students handle possibilities: Random-intuitive or concrete-sequential.
Students who scored more random-intuitive are likely future-oriented, like to
speculate about possibilities, and enjoy abstract thinking. They often do not like stcpby-stcp instruction. Students who scored more concrete-sequential arc likely presentoriented, like one-stcp-al-a-timc activities, and want to know where they are heading
in their learning all the time.
4. How students approach tasks: Closure-oriented or open.
Students with more closure-oriented tendency tend to focus carefully on most or all
learning tasks, try to meet deadlines, plan ahead for assignments, and prefer clea
directions. Students wilh a more open tendency pick up information naturally and
like to relax and enjoy their learning without worrying about deadlines or rules.
5. How students receive information: Global or particular.
If sludents prefer a more global style, they like to grasp the main idea and are
comfortable communicating even if they do not know all the words or concepts. If
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students prefer a more particular style, they "focus more on details and remember
specific information about a topic well" (Cohen et ah, p. 15).
6. How students further process information: Synthesizing or analytic.
Synthesizing students can summarize material well and like to guess meanings and
predict outcomes. They also notice similarities quickly. Analytic students can pull
ideas apart and analyze them logically. They like to contrast tasks and tend to focus
on grammar rules.
7. How students commit material to memory: Sharpener or lcvcter.
If students are sharpeners, they notice differences and store different items separately
in their memory; therefore, they can easily retrieve each item later. II students are
levelers, they tend to focus on similarities and try to eliminate dillercnces. And then
they put everything together in their memory. Therefore, they arc "likely to hiur
similar memories and to merge new experiences readily with previous ones" (p. 15).
8. How students deal with language rules: Deductive or inductive.
If students are more deductive learners, they like to start with general rules and apply
them to specific examples. If students are more inductive learners, they like to start
with specific examples and derive general rules,
9. How students deal with multiple inputs: Field-independent or field-dependent, now
often called "field sensitive."
. . .
. .
thr>v "like t o separateo r abstract material
If students prefer a field-independent style,
y
from within a given context, even to the presence of detractions" (p. 16). However,
they have difficulty in dealing with information hoIisticaHy. .f students prefer fielddependent style, they like to deal with information in a more holistic way. That
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means they have difficulty in separating materials from their context. It is better for
them to work without distraction.
10. How students deal with response time: Impulsive or reflective.
Impulsive students react quickly without thinking the situation through. Their
thought often follows their action. Reflective students think things through before
taking action. Their action usually follows their thought.
11. How literally they take reality: Metaphoric or literal.
If students are metaphoric learners, they prefer to conceptualize aspects of reality in
metaphorical terms. For example, "visualizing the grammar system of a given
language as an engine that can be assembled and disassembled" (p. 16). 11 students
are literal learners, they prefer to "work with language material more or less as it is on
the surface" (p. 16).
The Learning Style Survey would help students understand their preference in
approaching new ideas and learn them more effectively.
Another useful survey of value would be Kolb's Learning Style Inventory (1993).
As I stated earlier in the Training Design section, by completing the inventory, the
students can find out which of the four styles of the learning cycle reflect the way they
like to learn. The Learning Style Inventory would help students become aware ol their
strength in the learning cycle, and give the instructor an idea of how they could put
together the learning activities so that the students would go through cycle s four stages
of the cycle.
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Intercultural Communicative Competence
Among the intercultural communicative competencies that Paige, et al. (2002)
mentioned in their training program, the idea of identity flexibility seems to fit the
purpose of the training program I have envisioned. Kim (2001) explained identity
flexibility as "a basic psychological-social orientation of individual strangers with respect
to themselves, their original cultural group, and the host culture at large" (p. 111).
According to Paige, et al. (2002), a flexible identity allows students to be "open to a more
fluid interpretation of themselves" (p. 51). Therefore, if Japanese students have a flexible
identity, they would be able to go back and forth between Japanese cultural norms and
American cultural norms more easily.

Communication Styles
According to Barnlund (1975), "communicative style" includes:
The topics people prefer to discuss, their favorite forms of interaction—ritual,
repartee, argument, self-disclosure—and the depth of involvement they demand
of each other. It includes the extent to which communicants rely upon the same
channels—vocal, verbal, physical—for conveying information, and the extent to
which they arc tuned to the same level of meaning, that is, to the factual or
emotional content of messages, (p. 15)
He further explained that in order to communicate with each other, people need to
"share a common vocabulary and compatible ways of expressing ideas and feelings" (p.
15). Therefore, learning different communication styles between Japanese and American
people would help Japanese students become more effective in communicating with
American students. Paige et al. (2002) talked about the usefulness of examining such
topics as low- and high-context communication, direct and indirect communication,
linear and circular communication, detached and attached communication, and idea- and
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relationship-oriented communication. As noted earlier. Hall <1998) suggested that highcontext communication style embeds most of the information in the communication in
the context while low-contcxt communication style explicitly states most of the content
of the communication in words. Direct communication style, according to Ting- Foomcy
(1999), exists when "statements clearly reveal the speaker's intentions and are enunciated
in a forthright tone of voice (p. 104). On the other hand, indirect communication style is
when "verbal statements tend to camouflage the speaker's actual intentions ami are
carried out with more nuanced tone of voice" (p. 104). An individual who uses the linear
communication stylo in M. J. Bennett's view (1998) "marches through point«. P«iw
and point c" (p. 20). And then states clear conclusions at the end. On Ihe oilier hand.
people who use the circular communication style often tell a story that includes all
information, and the listeners are able to derive the points at theend ol the
Bennett, 1998). According to Paige et al. (2002), in de,ached communication. people
tend to keep their emotions within themselves and discuss the issue in a calm and
objeciive manner, in attached communication, peopic tend to show their emotions and
feelings for the issues they are discussing.

t

i
oriented communication, people disagree o y
.
the idea. In relationship-oriented communi

pt -il <2002) also explained that in idea,uc mca not with the person who had
however people view disagreeing with

ail idea the same as disagreeing with the person who had the id

Description-Interpretation-Evaluation ( D I E )
i C9002) most learning occurs during the debriefing. The
According to Paige et al. (2002),
• r
effectively- A D-I-E exercise was developed
D-I-E is a model for approaching debne ing
, n
ett (1977) and has been used widely by trainers and
by J. M. Bennett and M. J. Bennett (
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educators. During the debriefing, the facilitator should let students describe the object or
situation without any judgment. Then, students interpret the content by coming up with
possible explanations. Last, students evaluate what they observed or experienced.
According to Paige et al. (2002), this model is "especially valuable for culture-specific
learning" (p. 69). Therefore, it will be effective to use in my intercultural training that
will specifically focus on Japanese and American cultures.

Discovering Our Own Cultural Diversity

Paige et al. (2002) introduced an activity developed by Gardenswartz and Rowe
(1993) that helps students recognize their own cultural identity and where their cultural
values come from. In this activity, students fill circles around them with words to
describe sources that made them who they are. The examples of the sources are their
parents/family, religion, race, gender, family roles, social roles, and the dominant
national culture of the country in which they grew up. After the students fill the circles
with words, they write the most important things they learned from each source. Then
the facilitator asks some reflecting questions such as "which are the most important
sources that made you who you are?" and "where do those sources come in conflict?"
These questions would help the students recognize how their own cultural identity was
constructed. As I stated earlier, many Japanese students have difficulty dealing with their
peers while they study abroad. Through this activity, they may realize where the feelings
toward each other come from, and it might become easier to overcome the difficulties.
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Iceberg Analogy
According to Paige et al. (2002) the iceberg analogy activity helps students make
"connections between specific events and deeper cultural aspects" (p. 74). Ting-Toomey
(1999) said, "Culture is like an iceberg" (p. 10). She continued explaining that the only
things we can see of culture are cultural artifacts such as how people dress and verbal and
nonverbal behaviors. However, the deeper layer of culture such as traditions, beliefs, and
values arc hidden from our view. In order to understand a culture at a deeper level, we
have to match what we can see on the surface with invisible traditions, beliefs, and values
that lie underneath. "It is the underlying set of beliefs and values that drives people's
thinking, reacting, and behaving" (p. 10). Learning the iceberg analogy will help
Japanese students make connections between their feelings toward their peers and
Japanese cultural patterns.

Interpreting Culture through Popular Proverb
In this activity, students read some popular saying or proverb such as "the
squeaky wheel gets the grease" and identify the values underlying each saying. Through
this activity, students can recognize their cultural values and beliefs in well-known
sayings and phrases (Paige et al. 2002). Japanese students can examine some Japanese
saying such as "nails that stick out are pounded down" to recognize their own cultural
values. They can also learn American cultural values through American sayings.

Understanding Themselves as Members of a Culture
Even within the same culture, people may have greatly different values and
beliefs (Paige et al., 2002). In this activity, the students will rate themselves where they
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arc along the scale between two opposite cultural values such as individual oriented or
group oriented. The students fill out "The Values Chart" (Paige et al., 2()02, p. H-4) that
shows several sets of opposing cultural values such as "the individual" and "the group"
and a brief explanation of each value. The students rate themselves where they stand on
the continuum between "high" and "low" in each value. For example, one student might
mark very high on the individual and very low on the group while another student might
mark medium high in the individual and medium low in the group. Through this activity,
the students can increase their awareness of their own values and beliefs and realize that
even people from the same culture may hold different values and beliefs. This activity
would help Japanese students become aware that their peer Japanese students might have
different values and beliefs from them. This is similar to what J. M. Bennett (2009)
called "intcrcultural positioning system." In order to develop intercultural competence, at
first, students should learn cultural variables in any culture, such as nonverbal behavior,
communication styles, and values. After that, they explore where their own position on
those cultural variables is in order to develop self-awareness. And then see where other
people are located on the cultural variables. By doing so, students can see how close to
or far apart from each other on the cultural variables. It also helps the students interpret
their cultural identity in a more flexible way. In other words, the students may realize
that even though they are Japanese, they do not necessarily have rigid stereotypical
Japanese cultural values. Instead, they may have a more flexible cultural identity.
According to Paige et al. (2002), "students who are flexible in their identity are likely to
be more positive when they are actively participating in the culture" (p. 51).
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Contrasting U.S. American Views with Japanese Views
According to Paige et al. (2002) by contrasting different views on certain things,
students can deeply examine and understand both cultures. Paige et aL suggested
contrasting the cultural attitudes and viewpoints between the U.S. and other country in
the following categories: activity, change and taking risks, fate and destiny, human nature,
equality, age, misery and misfortune, saving face, and formality. This activity will help
Japanese students sec and understand American culture and Japanese views on friendship
and interaction with each other. This is also similar to the intercultural positioning
system (J. M. Bennett, 2009). In the previous section, students used the intercultural
positioning system to see the difference among themselves. Here, students can compare
the positions of Japanese culture and the U.S. culture. And then they can see the gap
between two cultures and start exploring how they can "build a third culture bridge" (p.
127) between two intercultural positions.

Culture Shock
Paige and his colleagues (2002) stated that "one of the most important roles you
may play in your professional career is to help students through the shock of being in a
substantially unfamiliar environment apart from their usual support network (p. 87).
Adler (1975) defined culture shock as "a set of emotional reactions to the loss of
perceptual reinforcements from one's own culture, to new cultural stimuli which have
little or no meaning, and to the misunderstanding of new and diverse experiences (p. 13).
Barna (1983) explained that culture shock is apart of stress reaction to unknown culture.
There are many similarities in symptoms of culture shock and other stress reactions. J. M.
Bennett (1998) suggested that, "Culture shock is in itself only a subcategory of transition
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experiences. All such experiences involve loss and change" (p. 216). She explained that
whether some people lost their partners in death, or other people lost their familiar
cultural reference in a new culture, both people react to the loss of something very
important to them and eventually reintegrate to the new way of life.
J. M. Bennett (2006) also distinguished culture shock from culture surprise and
culture stress. According to her, culture surprise is observation of superficial differences
that when people first arrive in an unfamiliar culture. Example of culture surprises are
observing different clothing, eye contact, or touching behaviors. Culture stress,
according to J. M. Bennett, occurs when people "try to accomplish a task in the new
culture. It is a short-term response to stimulus overload, and to recognizing our own
limits in the new environment" (p. 1). Examples of culture stress include hearing
comments about themselves, trying to get their shoes repaired, or doing grocery shopping.
Finally, as J. M. Bennett states, culture shock is "a sense of loss and disorientation" and
occurs when people's "deeper values are challenged by a new culture where adaptation is
required" (p. 1). Culture shock usually happens about half-way through the stay.
J. M. Bennett (2003) noted also that culture shock occurs because people are trying to
adapt to a different culture. Paige et al. (2002) also acknowledged that "if students are
not experiencing any cultural discomfort at all, they are either unusually adept at
adjusting or are probably not making much of an effort to integrate into the host culture
(p. 87).
J. M. Bennett (2003) notes that symptoms of culture shock can be both physical
and psychological. Examples of s3'mptoms are headaches, stomach aches, dizziness,
rashes, nausea, irritability, insomnia or excessive sleepiness, depression, loneliness,
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withdrawal, paranoia, anger, aggression, hatred, fear, crying, and complaining. J. M.
Bennett (1998) also explained that culture shock often leads to communication problems.
When people feel anxious, lonely, and disoriented in an unfamiliar culture, people tend to
isolate themselves and try to block out the new forms and styles of communication.
Therefore, according to J. M. Bennett, culture shock is a major obstruction in
intercultural communication.
According to Ward, Bochner, and Fumham (2001), the best known description
about the stages of culture shock is Oberg's (1960) work. It contains four stages. It
begins with the honeymoon stage of initial excitement and enthusiasm followed by the
crisis stage, which sojourners feel inadequate, frustrated, and angry. The recovery stage
includes resolution and cultural learning. At the final stage, the adjustment stage,
sojourners function well, enjoy the new environment, and feel competent (Ward ct al.,
2001). Another well known description of culture shock is Lysgaard's U-curve of
cultural adaptation (as cited in Ward, Bochner, & Furnham, 2001). Sojourners generally
start at high point followed by a decline. Then they go though recovery stage, and end up
the same height as they started.
Adlcr (1975) explained the stages of culture shock as a transitional experience:
contact, disintegration, reintegration, autonomy, and independence. The contact stage is
when people first encounter a new culture. They get excited about the new culture. At
the disintegration stage, cultural differences begin to intrude, and people realize that the
impact from the differences is too big to cope. People get frustrated, feel loneliness,
depressed, or withdraw. At the reintegration stage, people reject differences and get
angry or frustrated. However, according to Adlcr (1975), negative behavior is a form of
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self-assertion and growing self-esteem. At the autonomy stage, differences and
similarities are legitimized. People improve their social and linguistic skills and become
capable of negotiating most new and different situation. They gain confidence in their
ability to survive new experiences. Finally, people accept and enjoy social,
psychological, and cultural differences at the independence stage.
J. M. Bennett employed the U.S. Navy's presentation of Clyde Sergeant's model
(as cited in J. M. Bennett, 1998). This model suggests four phases of the psychological
aspects of environmental adjustment: fight, flight, filter, and flex. After initial excitement
of encountering a new culture is over, people proceed to the fight phase, "where selfprotective mechanisms are engaged" (p. 219). When people are in the crisis mode, they
get discouraged or withdrawn, and they "may choose flight as the most effective defense
mechanism available" (p. 219). While recovering and adjusting, people resolve
incompatible perspectives, lower their defenses, and absorb new stimuli. This is called
the filter phase. At the final stage, people give up defending their worldview and flex in
their perspective on the new environment. J. M. Bennett explained further that flex does
not imply a surrender of worldview; rather, it suggests a variety of adaptations which
may be employed to reduce dissonance in the new culture" (p. 219).
How can people cope with culture shock? J. M. Bennett (1998) pointed out that
several personality characteristics help cope with shock more comfortably. These
characteristics include self-awareness, nonevaluativeness, cognitive complexity, and
cultural empathy. J. M. Bennett further explained that people often question about their
identity during any transitional experience. The individuals who have a firm sense of
self-identity can likely overcome sense of alienation. J. M. Bennett noted that
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In the culture shock experience, we must be very attuned to our own cultural
values and beliefs so that the contrast culture is more understandable. II we
recognize our assumptions, then the elements of the new environment stand out in
clear relief for us to examine, (p. 220)
At the same time, people need to have a nonjudgmental stance toward other cultures.
J. M. Bennett commented that if people evaluate the new culture using their own cultural
reference, they experience maximum culture shock. "Among the first skills we need to
develop arc the abilities to withhold evaluation, to refrain from cultural absolutism, and
to accept rather than reject" (p. 220). According to J. M. Bennett, when people have
cognitive complexity, they are more likely to deal with the transitional experience
comfortably because they "find the new culture stimulating and challenging rather than
threatening and anxiety producing" (p. 221). Finally, people who have cultural empathy
can shift not only their position but also their perspective on the event when they
encounter unfamiliar situations. People need to briefly suspend their own worldview and
participate in the view of other culture as deep as possible. J. M. Bennett said. Cultural
empathy aids communication in intcrcultural transitions (p. 221).
Barna (1983) introduced Meichenbaum's stress-inoculation training (as cited in
Barna, 1983) to help sojourners cope with culture shock. The approach of this training is
to teach the effective management of stress and anxiety rather than avoidance of stress.
At first, trainees learn about the physiological and psychological aspects of stress. The
second part is to learn techniques of relaxation and tension control. The final stage of the
training is to have trainees face progressively stronger stress situations in order to have
them practice the teamed procedures. Barna stated that this training seems to be "one of
the best coping mechanisms for culture-shock stress (p. 38).
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J. M. Bennett (2003) also made more concrete suggestions to cope with culture
shock. Those suggestions include: recognizing that it is culture shock, remembering that
it is normal and many others have the same experiences, understanding that the feelings
arc part of a response to learning about the other culture, spending sonic time together
with someone from home culture, helping someone from home culture who has recently
arrived, communicating with family and friends, and becoming an expert on some aspect
of the other culture.
According to Paige and his colleagues (2002), letting students know about culture
shock will help them prepare themselves for what might happen. It is also important to
let students know that culture shock is natural and not something to be avoided.

Making a List of Ideas for Interaction
Paige, et al. (2002) stated that "students who plan ahead and know what
opportunities for interaction are available in the host country can make those connections
soon after they arrive" (p. 83). In this planning activity, the facilitator gives a list of
specific ideas of how to get involved at the host institution and in the community, and
then lets Ihc students brainstorm what they can do according to their specific interests and
situations. Paige, et al. also stated that anxiety about getting involved in ihe host
community should be validated during this activity. This will help the students recount
that the anxiety is a normal part of studying abroad and does no. have to be a barrier .0
getting involved. Coming up with a list of ideas for interaetions with American students
and validating their anxiety would help Japanese students work together toward their
common goals instead of pulling each other back to their peer group.
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Joumaling
According to Paige et al. (2002), journaling helps students reflect on their
experiences and feelings during their study abroad. Whalley (1995) also stated that
writing a journal has "the capacity to reveal 'hidden' or 'inaccessible' facets of
experience" (p. 118). Whalley suggested using a split-page format. Students write their
experience and reflection on one side of the page, and the students return to the entries a
few days later to add or revise their reflection on the other side of the page. By doing this,
students use D-I-E (Description-lnterpretation-Evaluation) technique (J. M. Bennett & M.
J. Bennett, 1977) that I mentioned earlier. Since writing this type of journal help students
critically reflect on their experience, it induces transformative learning as well. This will
be a good tool for the ongoing training during the study abroad.

Training Program for University of the Pacific
Another program that was examined was created by La Brack (1993) at the
University of the Pacific. He created a semester-long, two-credit orientation course.
According to La Brack, the orientation should not merely teach values and transmit
knowledge. Rather, he thought "it should be constructed so as to encourage students to
think laterally, synthesize, and make educated, intuitive leaps of imagination which serve
to draw together and integrate diverse types of experience" (p. 243). In this program,
orientation and reentry were integrated because La Brack believed that they should be
considered as one package. University of the Pacific also has a website, created by La
Brack (n.d.) to support cultural adjustment for both outgoing and returning students.
Many of the subjects that are covered in the on-line training program of the
University of Pacific are the same as the program by Paige et al. (2002). In this online
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training, there are two exercises about individualists and collcctivists. The first one is
designed to help students learn the characteristics of individualists and collcctivists. The
second one is for students to find out whether they are more like individualists or
collectivists. Since the collectivistic value may make Japanese students tend to stay with
their peer group, these exercises would help the students understand the individualistic
and collectivistic values and explore which value they tend to have.

Other Training Methods to Consider
Other than the topics and methods in the existing intercultural training programs
above, I examined other literature that talked about critical incidents, film, and role play
for intercultural training. The following section describes the methods and gives a
rationale for their use in my proposed training in this section.

Critical Incidents
Critical incidents used in intercultural training, according to Wight (1995), are
defined as "brief descriptions of situations in which there is a misunderstanding, problem,
or conflict arising from cultural differences between interacting parties or where there is a
problem of cross-cultural adaptation" (p. 128). He further explained that each incident
would merely describe what happened and the feelings and reactions of the parties
involved in order to give just enough information to set the stage. The incident is
followed by a few questions to require participants to analyze the situation and give their
interpretation. The questions are also supposed to help participants increase awareness of
the other culture and empathy with people from that culture. According to Wight, the
purpose of using critical incidents is to give participants examples of the problems or
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situations that they might experience while interacting with persons from another culture
or adjusting to a new culture. Some of the strengths of using the critical incidents noted
by Fowler and Blohm (2004) are that they:
• Engage participants at a personal level in examining attitudes and behavior that
will be critical to their effectiveness
• Can be written for a variety of situations
• Require analysis and reflection, decision making
• Reduce idea of answers being available from an "expert"
• Can lead to role playing and situational exercises to provide practice
(p. 59)
They also mentioned the need for carefully written and selected incidents and the use of
small groups of fewer than eight for reflection.
Wight (1995) explained how to facilitate critical incidents. At first, the
participants read the incident and quickly respond to the questions individually without
talking to others. Then, the participants discuss their response in a small group to draw
out a variety of views and opinions while allowing each person to actively participate in
the discussion. At the end, each group shares what the participants have discussed in a
general meeting. The facilitator should record the cultural differences that came up from
the discussion and later give a copy of the list to each participant. It is also important to
have resource persons to give different views from the other culture during the discussion.
The resource persons can join the small group discussion or the general meeting at the
end depending on the number of them available at the training session.
Wight (1995) also noted that "it is also effective to teach trainees to write critical
incidents from their own experience" (p. 128). Dant (1995) gave instructions as to how
incidents should be written. At first, the trainees identify the event or situation as clear as
possible. Next, they describe the details and circumstances as well as the people involved
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for readers to understand. Then they describe the particular cross-cultural skills that they
can use, to understand the situation and interpret the events. At the end, they write a brief
analysis of the incident to tell what they learned from the incident.
Fowler and Blohni (2004) and Wight (1995) agree that critical incidents can be
used either early or later in a training program. When it is used early in a program, it is
useful to make participants aware of the needs to learn effective way of interacting with
people from different cultures. On the other hand, when a critical incident is used later in
a program, it gives participants opportunities to apply and reinforce what they have
learned in the program. Fowler and Blohm noted "critical incidents are particularly
effective for identifying cultural differences and are therefore useful for working across
cultures" (p. 59).

Films
Fowler and Blohm also commented that "film segments are used to motivate,
inform, demonstrate, and provide scenarios for analysis" (p. 53) in training sessions.
Thcy believe that films can bring real-life situations into the training to show behaviors
based on different cultures. Films, according to Hopkins (1995), are also good to provide
"models in specific skill areas to produce behavior change in participants (p.74). The
objectives of using films can be raising awareness on some cultural issues and teaching
skills.
Hopkins (1995) introduced general steps for using films in training. At first, the
trainer should state goals and introduce the film. It is important to tell the viewers what
to expect at this point if the film is emotionally powerful or shocking. Next, the trainer
should give viewers specific tasks while watching the film such as looking for clues
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about cultural behaviors or paying attention to dialogue between two actors. This will
result in more focused observation and richer follow-up discussion. Then the trainer
shows the film. After watching the film, there should be time to process what the trainees
just saw. The discussion, Hopkins continues, should start by asking for general reaction
so that the trainees can get out their strongest responses and feelings before moving in to
planned discussion. The trainer should highlight the specific tasks that arc assigned
before watching the film during the discussion.
Films are useful in training in order to change behavior by modeling and develop
analytical skills. In my intcrcultural training, they can be used to model adaptation and to
help analyze how people go back and forth between two cultures.

Role Plays
According to Fowler and Blohm (2004), role play is "unrehearsed action in a reallife situation" (p. 60), and participants play the roles in a new situation "for a clearly
defined purpose" (p. 60). McCaffery (1995) stated that role plays should be used to build
skills. The participants can practice, skills that they previously learned in a safe and
supportive environment. McCaffery stressed the importance of practice by saying they
will only begin to improve when they actually practice the skills it takes to be
competent" (p. 20).
As one of applications of role plays, Fowler and Blohm (2004) mentioned that
they may be used as "a rehearsal for something that will happen to the participants (p.
62). Therefore, role plays may be effective for pre-departure training for the students
who are going to study abroad.
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In the next two sections, I will describe the method and the findings of interviews I
conducted with professional international educators who work with Japanese students i
study abroad programs around the country.
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CHAPTER HI.
METHOD

To address my research question on how intercultural training for Japanese study
abroad students can help them develop intercultural competence while studying in the
U.S., I conducted phone interviews with professional international educators who work
with Japanese students in study abroad programs around the country. The goals of these
interviews were to learn how well Japanese students in their programs were integrating
with people in the host culture and what kind of intercultural training students received. I
also wanted to learn how Japanese students interact with each other in a group setting
during their study abroad. Finally, I wanted to explore their ideas about how students
could leam to shift their reference between Japanese cultural norms and American
cultural norms. In order to obtain basic information about (he Japanese students who the
interviewees work with, I asked the interviewees to fill out preliminary questionnaires
prior to the interview (see Appendix A). In this way, 1 could save some time during the
interviews and gain a better understanding of the students the interviewees serve.

Participants
I contacted potential participants recommended by my thesis committee. I was
also able to find participants from my professional and personal network connected with
NAFSA: An Association of International Educators and colleagues in the Master of Arts
in Intercultural Relations program. Among the potential participants, I contacted people
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who primarily work with Japanese students. Because it would be difficult to talk about
the issues of peer pressure if there were only a few Japanese students on campus, 1 only
contacted people who worked with groups of Japanese students. 1 also limited the
participants to people who worked with college students, since that was my target
population. Length of the program was also taken into consideration. If students stay in
the U.S. or Canada for only a few weeks, such as summer intensive courses, they do not
have enough time to really integrate in the host society. Therefore, I chose the people
who work for programs that run at least one month. I interviewed seven administrators
who were working or had worked with groups of Japanese students in a university setting
in the U.S. or Canada. For practical reasons, I was only able to conduct telephone
interviews. It would have been best if I could have conducted interviews in person, but
there were some limits in terms of funds and of time to interview people nationwide.

Interviews
The interview method was selected for several reasons. Pfeiffer and Ballew
(1991) listed some conditions that make the interview most appropriate for gathering data.
Among those conditions, the following are compatible with this project.
»
•
•
•
•

The information to be shared is of a personal or sensitive nature;
Some of the questions to be asked may need to be clarified or explained;
Some of the interviewees' answers may need to be clarified or explained;
The interviewer may want to change gears or pursue topics further during the
questioning, based on the information that is received;
The group of people who will provide the information is small enough to allow
one-on-one interviews, (pp. 204-205)
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Survey Questions
Prior to the interview, I asked the participants to fill out a survey so that 1 could
understand the study abroad program that they worked for and what kind of training they
gave to the Japanese students. I first asked demographic questions such as the number of
students in the program, the length of the program, and the students' level of English
comprehension by TOEFL (Test of English as a Foreign Language) score to gel basic
information about the program. The range of the paper based TOEFL score is between
310 and 677 (TOEFL, 2010). Most undergraduate programs in colleges and universities
in the U.S. and Canada require TOEFL score of at least 500 or 520 to accept an
international student as a full time degree seeking student. 1 also asked what settings
existed in their programs for Japanese students to be integrated with people in the host
culture; for example, did the Japanese students take classes with host university students,
did they live with host university students or a host family, did they participate in the
activities with host university students, and were there any organized ways to facilitate
interactions between Japanese students and the host university students. Finally, I asked
what kind of pre-departure and on-going training the program were offered to the
students. Appendix A shows these survey questions. By finding out these things before
the interview, I could understand the situation for the Japanese students in that particular
program. It also saved time during the interview to have the answers to those questions.

Interview Questions
In the interview, I first asked about the level of integration of Japanese students
with the host university students. Next I asked about the relationships among Japanese
students because I wanted to see if there were any relationships between these two areas.
64

I then asked a question to find out how easy or difficult it was for Japanese students to
adapt U.S. cultural norms, and the consequences of not being able to adapt in terms of
running a study abroad program. At the end, I asked for the interviewees' suggestions
about how the program administrators could help Japanese students to adapt U.S. cultural
norms and to integrate more into the host culture. I consulted with my academic adviser
in a process of finalizing

the interview questions; however, I did not conduct a pretest

before the interviews. Actual interview questions are shown in Appendix B.

Additional Questions
After I conducted the interviews, I realized that 1 needed more information from
the interviewees in order to have better understanding of them. Therefore, I contacted
them again and asked the following questions.
1.

How lorrg have you been in the international education field?

2.

How long have you been working with Japanese students?

3.

Have you lived in Japan? If so, how long?

4.

What degrees do you have?

Limitations
The biggest limitation was the small number of the participants. 1 interviewed
only seven people. Furthermore, some of the interviewees are from the same program.
Therefore, the interviewees represented only four different institutions, which limited my
information. I sent out e-mail to the community of Master of Arts in Intercultural
Relations program; however, I received only one response. I contacted a few other
institutions in the U.S. that had a group of Japanese students on their campuses; however,
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I could get only one response. I think that many universities and colleges accept
Japanese students individually, but there are not so many programs that have a group of
Japanese students for at least for a month, not a few weeks of intensive program. The
findings from the interviews, therefore, represent a small but experienced group of
experts in working with Japanese students. While the results arc interesting, they do not
represent a wide range of study abroad programs for Japanese students.
Another limitation was the fact that I did not conduct a pretest. Although the
interview questions were examined by the academic adviser, they should have been pre
tested before actual interviews. Luckily, I did not find a need tor major adjustment of the
questions during the interviews.
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CHAPTER FV.
FINDINGS

In this chapter, I will present the findings from the preliminary survey and the
interviews. For each interviewee, the profile of the interviewee and the program they
work with or have worked with will be presented at first followed by the responses to the
interview questions. The interview questions will be grouped by four topics. The first
topic is Japanese students' integration level, which consists of interview questions
number 1 (overall integration level) and number 2 (how easy or difficult to make nonJapanese friends). The second topic is relationships among Japanese students, which
consists of interview questions number 3 (overall relationships among Japanese students)
and number 4 (how easy or difficult to move away from the Japanese group). The third
topic is adapting to U. S. cultural norms, which consists of questions number 5 (how easy
or difficult it is to switch between Japanese and American behaviors) and number 6
(negative impact of maintaining Japanese cultural norms). The last topic is ways to help
students adapting U.S. cultural norms, which consists of questions number 7 (ways for an
administrator to help Japanese students switch cultural norms) and number 8 (other
thoughts or advice to help Japanese students integrate more with students from the host
university). I will present the findings for each interviewee separately.
All of the interviewees held or had held an administrative position in a study
abroad program for a group of Japanese students in the U.S. or Canada. They all had
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direct contact with the Japanese students in the program in some way. I will call each
interviewee "Interviewee A" through "Interviewee G" for convenience.

Interviewee A
Profile

The Interviewee A was one of two Japanese nationals among the interviewees.
He was an on-site coordinator who was sent from a Japanese university where the
students were from to the host university in Canada at the time of the interview. He had
been in the field of international education for four years. During those years, he spent
two years in Japan and two years in Canada. He had been working with Japanese
students for two years in Canada. He was born and grew up in Japan, but he had lived in
Canada for two years and in the U.S. for one year. He had a bachelor's degree in law
from a university in Japan, and a master's degree in Educational Technology from a
university in Canada. According to the preliminary questionnaire, approximately 100
Japanese students attended his study abroad program for eight months. Sixty five percent
of the students had TOEFL (Test of English as a Foreign Language) score of between
501 and 550. Thirty percent of the students had TOEFL score of between 451 and 500.
Remaining five percent had 551 or higher. The students took subject matter courses such
as history or economics in English that were exclusively offered for the students in the
program as well as regular academic courses at the host university, if they were qualified.
The students also took language and culture classes with the students from the host
university.
They lived in dormitories with students from the host university, and participated
in sports and cultural activities that were offered by the student organization. The
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program offered some organized opportunities for the students to facilitate interaction
between the Japanese students and the students from the host university, such as
"International Week" or "Japanese Language Buddy" with the host university students in
the Asian Studies. The Japanese university offered four-week pre-departure programs
before the students left for Canada. However, there was no on-going intercultural
training program for the students once they arrived.

Japanese Students' Integration Level
In this category, I will talk about how well Japanese students were integrated with
the students from the host university. Interviewee A stated that there were about 100
students in the program, so it depended on each student. Overall he thought the students
integrated well on the surface but not at a deep level. From his observation, about five
percent of students were well integrated. The students in the program seemed to integrate
better with Asian Canadians or the host university students who were interested in Japan.
However, it was very difficult to integrate with other host university students. The reason
for the difficulties, according to the interviewee, was language difficulties and the fact the
students spent only seven to eight months in Canada.

Relationships Among Japanese Students
The following is how the interviewee A saw the relationships among Japanese
students while they studied abroad. The program provided the students annual events to
connect with each other. The students in the program spent a lot of time together and
they apparently respected each other. They knew that they could not avoid each other, so
they forced themselves to speak English and made a few good friends within the program.
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However, a very small percentage of students were successful in building individual
relationships with non-Japanese students. Interviewee A thought that was because
Canadian students who were interested in Japanese were limited. He also thought that
generally students were very busy with their classes and activities so they did not have
time to build relationships.

Adapting to Canadian Cultural Norms
In this section, I will talk about the interviewees' views about how easy or
difficult it was for Japanese students to adapt to U.S. or Canadian cultural norms and
what would happen if the students maintained only Japanese cultural norms.
Interviewee A thought that the students recognized the cultural differences, but it
was very difficult for them to switch behaviors. He gave an example of diflicull a
situation. When a Japanese student asked something of a Canadian teaching assistant
indirectly, the teaching assistant responded to it directly. The Japanese student felt the
teaching assistant was not kind. This happened because the Japanese student was
thinking in a Japanese way, and the Canadian was thinking in a Canadian Way.
According to Interviewee A, many Japanese students could not negotiate with Canadians,
and it was hard for them to communicate with Canadian professors.

Ways to Help Students Adapt
Here, I present the interviewees' ideas of how they can help students adapting to
U.S. or Canadian cultural norms. Interviewee A thought that his role was limited as a
coordinator. He was not a counselor, but a liaison to the counselor or other colleagues.
He also stated that the students had to be mature enough to recognize the cultural
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differences and that they needed strategies to integrate with Canadian students. In order
to recognize the differences, he thought that the students needed to know themselves first.
According to him, only after the students recognized the differences, could they integrate
into Canadian culture. Another thing he mentioned was that the students should express
themselves more and step out from the Japanese way. However, in order to do so, he
thought that the students needed language fluency.

Interviewee B

Profile
Interviewee B worked for the same program as Interviewee A. However, she was
not Japanese and worked as a local administrator in the program. She had been working
in the international education field for 19 years, and during all those years, she had been
working with Japanese students. She had never lived in Japan although she had visited
there a couple of times for business meetings. She did not have any degrees. After she
graduated from high school, she got a six-month college certificate in business office
training. She had been working in the clerical/administrative field since then and worked
her way into international education. During that time, she completed a certificate in
Intercultural Studies through the university where she worked. She also had taken many
other communication and continuing education courses. Her answers to the preliminary
questionnaire were similar to the answers from Interviewee A. She added volunteering
and field work service projects at the residence halls as the organized ways to facilitate
interactions between the Japanese students and students from the host university. She
also gave me some more details about the pre-departure program by the Japanese
university. The program covered course registration, dormitory selection, international
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peer sign-up, information about the web site, and an opportunity to meet returning
students.

Japanese Students' Integration Level

Interviewee B pointed out that the Japanese students had a tendency to be
interdependent. However, she thought that other Canadian staff members often saw them
as just like regular host university students. Interviewee B also mentioned that many
Japanese students wanted to meet "Canadian" students meaning white Canadian although
49 percent of people who live in the area were Asian. According to Interviewee B, the
majority of students did not have problems making non-Japanese friends because the
program provides opportunities. This is somewhat dillerent (rom what Intersiewee A
reported. Interviewee B did not mention about the depth of the friendship between
Japanese students and Canadian students. She might have meant surface level of
friendship rather than deep level as Interviewee A pointed out. It was also challenging to
make nun-Japanese friends because the Japanese students came as a group of MO. It w as
no, ideal, bu, the students were trying to reach on,. The program offered oppomtnitics.
so the students needed to take them. The interviewee B also mentioned tl
students in the program and the students from the host university were so busy, they did
not have time to build relationships.

Relationship*

Japanese S,,ulcus

AmonR

According to Interviewee B, there was some age-based hierarchy among the
Japanese students, a,.hough ,0 percent of the students were sophomore,. They did no.
. _
have so many problems in the language c as.
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but it

was somewhat more challenging in

other larger classes as older students tend to take more leadership roles and younger ones
tend to hesitate to speak up in front of older students. Interviewee B thought that it was
somewhat difficult for Japanese students to move away from the Japanese group and
associate with the students in the host university. A part of the reason was the fact they
were in Canada for only eight months and it would take time to get the courage to do so.
She stated that some students could go out and make friends with the host university
students, but they did not want to stand out. The interviewee observed that those students
were quiet in the group of host university students when other Japanese students were
also in the group, but when they were the only Japanese in the group, they talked more.

Adapting to Canadian Cultural Norms
Interviewee B thought that it was time consuming for students to learn about
cultural values before they could adapt their behaviors to more Canadian ways. She also
mentioned that in terms of switching cultural norms, the students' maturity level made a
difference. If the students maintained their Japanese cultural norms while they were in
Canada, the interviewee thought that it might create a problem with the program planning
when the students interacted with faculty.

Ways to Help Students Adapt
interviewee B said that intercultural training usually helped, but it depended on
student's personality. She also stated that a small workshop with role-plays might help
students step out from their comfort zone.
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Interviewee C
Profile

Interviewee C held an administrator position for a Japanese study abroad program
at a university in northwestern part of the U.S. He had been in the international education
field for 13years, and worked with Japanese students for 10 years. He had never lived in
Japan. He had a bachelor's degree in cultural anthropology, a master's degree in student
affairs administration (M.Ed.) and another master's degree in business administration
(M.B.A.). The program that he worked with had two cycles a year, and the each cycle
ran for five months. The number of participants in each cycle varied from 20 to just over
100. In this program, TOEIC (Test of English for International Communication) instead
of TOEFL was used to measure students' English comprehension level. The range of the
scores for the participants before they started the program was between 300 and 350.
Average increase of TOEIC score during the program was about from 100 to a little over
150. The lowest possible TOEIC score is 10 and highest possible is 990 (Eslbase, 2010).
People who have scores between 860 and 990 are considered to communicate tully in
English as a non-native speaker. People who have scores between 730 and 855 are
considered to communicate appropriately in English in any circumstances. People who
have scores between 470 and 725 arc considered to have necessary communication skills
in English for daily life and for business under limited circumstances. People who have
scores between 220 and 465 are considered to have minimum communication skills in
English in daily conversation. People who have scores below 215 are considered as not
capable of communicating in English (TOEIC, 2010). The students took English as a
second language courses and subject matter courses in English that were offered
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exclusively for the students in the program. All students took physical education courses
at the host university with the students from the host university. Occasionally higher
level students took regular academic courses at the host university with academic
assistance from the program staff.
The students lived in residence halls with students from the host university and
interacted with them on a regular basis through residence hall activities and other
informal interactions. The program organized a number of activities to increase
interaction between the students in the program and the students from the host university.
Examples of those activities included:
•

International Peer Advisor Program: Some students from the host university were
hired and trained to organize activities for the students in the program and other
students from the host university. They gave encouragement and support so that the
students in the program could experience U.S. college life as much as possible
throughout the program period.

•

Campus Friends Program: A student in the program and a student from the host
university were matched for an hour of informal interaction each week,

•

Classroom Volunteers Program: Students from the host university assisted in the
classes as conversation partners and discussion leaders.

•

Community Friends Program: Students in the program were matched with local
families to help them get a family outside of the university.

•

Various Events: Events included Japan Night (up to 300 members of the campus and
community attend), picnics, holiday parties, welcoming and closing ceremonies, and
goodbye parties.
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A pre-departure orientation was offered at the Japanese university. It had approximately
ten sessions in small groups and lecture format. Topics covered in the sessions were visa
information, required forms, host institution policy, cultural adjustment, and goal setting.
The program also provided on-going intercultural trainings through coursework and by
the International Peer Advisors. International Peer Advisers lead meetings for seven to
ten program students to process and discuss intercultural topics. The advisers also met
individually with the program students on a regular basis to discuss and help them to
reflect on the process of adapting to the local culture.

Japanese Students' Integration Level

According to Interviewee C, there was a wide range of how much time the
Japanese students spend with the host university students. Some spent a lot of time with
Japanese students, and some spent a lot of time with Americans. In average, about 60
percent of the students made two or three good friends and 10 to 15 acquaintances
through living with Americans. Interviewee C stated that the more support they gave, the
easier it was for the Japanese students to integrate with American students. It was very
challenging, but everyone took advantage of the opportunities and 99 percent ot the
Japanese students had reached out to form some kind of relationship with Americans.
Interviewee C mentioned language as an obstacle to integrate with American students.
He thought that Japanese students were culturally not used to meeting new people. He
also believed that being in a group of 20 to over 100 Japanese students was a strength
because it provided students experience with American students within a safe
environment. He also mentioned that stepping away from the group on their own was
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difficult, but it was easier if the Japanese students interacted with American students
within opportunities that the program provided.

Relationships Among Japanese Students
According to Interviewee C, the Japanese students depended on each other a great
deal. Their ages were about same, so there was not much age-based hierarchy among the
Japanese students although some older students might lake leadership more often than
younger students. He also stated that conflicts among the group were pretty rare. If it
happened, he had the students bring it up and talk about it. The interviewee thought that
it was challenging for the Japanese students to move away from the Japanese group and
associate with American students. However it would be easier for them when the
program provided structures such as International Peer Advisers. He also mentioned that
the Japanese students often thought that American students were hosts; therefore, they
were waiting for the American students to initiate the interaction. The Japanese students
often expected American students to lake the first step, but the American students were
usually very busy and did not initiate the interaction.

Adapting to U.S. Cultural Norms
Interviewee C thought that overall the Japanese students did not lose their
Japanese way of doing things. According to him, there were two things that the students
did differently while they were in the U.S. One was that they explored things that they
would not do in Japan because they had freedom. They sometimes tried things that were
not appropriate even in the U.S. For example, some of the students sometimes used
inappropriate slang in the class. Another thing was that the students had a more direct
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communication style by the end of the program. They could express themselves more. At
the same time, they also became more critical. One of the challenges for the Japanese
students, according to the interviewee, was dealing with roommates directly when there
were problems. In order to find American roommates, the program staff made efforts
with the housing department. They sent out information to each student who did not have
a roommate, and obtained an overall good response. This was another support the
program provided.

Ways to Help Students Adapt
Interviewee C stated that the program helped the Japanese students through peer
advisors. He thought that the peer relationship was really important for the students. The
peer advisors take intercultural training. They were expected to be as professional as
possible. He also thought that the staff members in the program needed to positively
encourage students.

Interviewee D

Profile
Interviewee D had worked as an administrator tor a study abroad program in
Midwestern part of the U.S. He had been in the international education field for 11 years
and had worked with Japanese students for all those years. He had lived in Japan for four
and a half years. He had a bachelor s degree in International Studies and a master s
degree in Intercultural Relations. The participants in the program that he worked with
were 12 to 15 Japanese students from the same Japanese university. The length of the
program was eight months. The range of average TOEFL score was 450 and above. The
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students took English as a second language courses and subject matter courses in English
that were offered exclusively for the students in the program. They also took sports
activity courses and regular academic courses at the host university with the students
from the host university.
The students in the program lived in dormitories with students from the host
university and participated in a variety of extra-curriculum activities with the students
from the host university. Those activities included music groups, culture clubs, varsity
sports, intramural sports, theater, dance, music, field trips, hiking, camping, and volunteer
activities. The students in the program were integrated with all international students for
orientation, and then they joined all incoming U.S. students for their orientation. They
were enrolled in a class on intercultural communication which included host university
students. The Japanese language faculty members also organized activities to facilitate
students meeting host university students who were learning Japanese.
The Japanese university provided pre-departure orientation sessions lor the
students. In addition, a staff member of the program in the U.S. traveled to Japan to meet
incoming students as a group and individually. The staff member also facilitated a
reception where incoming students could meet recently returned students. The
interviewee D stated that this also helped the recently returned students with their re
entry to Japan. After the students started the program in the U.S., they were required to
enroll in an intercultural communication course in their first semester. This course
covered all the basic information about culture, intercultural interactions, and adjustment.
According to the interviewee, it had proven helpful to these students in providing a
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framework for them to understand the interactions they were having and their own
process of adjustment to the U.S. culture.

Japanese Students' Integration Level
Overall, Interviewee D thought that the Japanese students in the program
integrated well among other international students and at a moderate level with American
students. However, he also stated that it was challenging for the Japanese students to
make non-Japanese friends. Because many of them did not have confidence in their
English skills. Also, he thought that the fact that students came as a group made it more
difficult to make non-Japanese friends.

Relationships Among Japanese Students
Interviewee D thought that the relationship among the group of Japanese students
was very good. The students seemed to have a strong desire to be a part of the group.
There were some age-based hierarchies especially when some students were older in the
group. According to Interviewee D, there were many opportunities in the program to
make non-Japanese friends, and one or two students did it quickly. For 80 percent of the
students, it was easier to do if they had a place to come back to. For those students, the
peers became a support group. Ten percent of the students related primarily only to other
Japanese students. The interviewee thought that if those students had confidence in
English, it would have been easier.

Adapting to U.S. Cultural Norms
Interviewee D stated that Japanese students' behaviors changed because of
intercultural communication. For example, at the beginning of the program, Japanese
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students were on time to come to classes or meetings, but at the end they were more
relaxed. According to the interviewee, "relaxed" is the style of American students at the
host university, and the Japanese students became more like them. They also became
more casual. The interviewee also observed that things that used to be in their
unconscious level were brought up to their conscious level in terms of their behavior. In
other words, the Japanese students used to behave in a Japanese way unconsciously
before, but they became culturally self-aware during the program. The interviewee
thought that if Japanese students interacted in exclusively Japanese ways, it would be
hard on some staff members in the program. He also stated that although the students at
the host university were overwhelmingly interested in other cultures, it the Japanese
students used only Japanese style, there would be conflicts.

Ways to Help Students Adapt
Interviewee D stated that intercultural communication training would give
students structure and help them increase their self-awareness. At the program he worked
in, the intercultural communication training was credited. He thought that the staff
members in the program had to create a comfortable environment for the students and let
them know that there were staff members who understood them in order to help them not
reel that they were not alone. He also suggested creating a support system that ottered
well-balanced challenge and support. He would also advise the students to not be
hesitant or reserved.
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Interviewee E
Profile

Interviewee E worked for the same study abroad program as Interviewee D.
Interviewee E took over the position that Interviewee D held after he left the program.
She had been working with Japanese students in the international education field for over
35 years since 1973. She had lived in Japan for 28 years. She had Bachelor of Science
degree and Master of Public Health degree from universities in the U.S. She also had a
Master of TeachingEnglish as a Second Language from a university in the U.K. On the
preliminary questionnaire, she gave me more details about the students' TOEFL score.
About 47% of the students had the range of TOEFL score 451 to 500. Another 47% had
the range of 501 to 550. The rest of the students had over 551 on the TOEFL score. She
mentioned that the students took ESL (English as a Second Language) courses with other
international students. The students from the host university also attended these courses
as teaching assistants. She also added that American roommates and residence hall
activities were organized ways to facilitate interaction between the students in the
program and students from the host university. During the pre-departure program, she
mentioned a chance for the incoming students to meet the students from the host
university who were studying in Japan at that time but would return to the U.S. next
semester. Interviewee D said there was a required intercultural communication course as
an on-going intercultural training program. However, according to Interviewee E, the on
going training was discontinued after the instructor of the training left the university.
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Japanese Students * Integration Level
According to Interviewee E, each Japanese student in the program had a different
level of integration. Some students joined in activities at the host university but did not
get along well with other Japanese students. On the other hand, some students spent all
their time with other Japanese students. Many students were in the middle. In good
years, the ratio of students who were well integrated versus those who were isolated was
about 50/50. In bad years, the ratio was about 30/70. The interviewee thought that, as a
whole, it was fairly easy for Japanese students to make non-Japanese friends it they had
language skills and the appropriate personality and attitude. She also stated that it would
help to have "go between" people such as teaching assistants.

Relationships Among Japanese Students
Interviewee E observed that the students brought Japanese behaviors to the study
abroad program. Although it depended on the group, the students often had an age-based
hierarchy, and it split the group. In terms of making non-Japanese friends, if the students
initiated friendship with non-Japanese students early on, it seemed easier. The
interviewee stated that the longer the students waited to make non-Japanese friends, the
harder it was for them to move away from other Japanese students.

Adapting to U.S. Cultural Norms
Interviewee E stated that on the superficial level, it was easy for the Japanese
students to switch to American behaviors such as shaking hands and doing high-fives.
However, she was not sure if the students had a desire to switch at a deeper level. It
seemed to her that the most of the students felt very much Japanese while they were in
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the U.S., and they did not change that much deep down. Because of that, the interviewee
observed some difficulties affecting the program including communication problems.
For example, the students did not ask questions, and it made the staff members upset. In
the classroom, the interviewee let American students know that Japanese students were
not trained to talk in a class, and they could not expect American ways of reaction from
Japanese students. However, she thought that conflicts between roommates were just like
any other roommates and not because of culture.

Ways to Help Students Adapt

Interviewee E thought that things needed to be done during the early period of the
program. She suggested teaching Japanese students how they were different and how
Americans would behave. They should be done in orientation, a workshop, or classes.
She would like to give the students opportunities to observe how Americans behave
including body language. She also felt a need for more training to express opinions. The
students needed to be encouraged to speak to Americans during the early period of the
program. She stated that giving the students structures to interact with Americans at the
beginning would help. For example, the students could have conversation partners with
the students in the Japanese Language Department in the host university and have
experience of teaching Japanese language to them. This would give the Japanese
students confidence. Also, she thought that having go-between people would be really
helpful.
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Interviewee F
Profile
Interviewee F was an administrator for a study abroad program for an all
women's Japanese university in Northwest part of the U.S. She had been in the
international education field for 13 years and had worked with. Japanese students for 10
years. She had never lived in Japan although she stayed there for eight weeks in 1995.
She had a Bachelor's degree in communication with an interest in intercultural. She had
taken a total of nine workshops at the Summer Institute for Intercultural Communication.
According to her response to the preliminary questionnaire, the number of program
participants was between 12 and 47. There were three different lengths of the program:
three weeks, six months, and nine months. The range of TOEFL scores for the most of
students was under 450. One or two students had TOEFL score of between 451 and 500.
The students in the program took English as a second language courses, subject matter
courses in English that were offered exclusively for the students in the program, subject
matter courses in Japanese that were offered exclusively for the students in the program,
and activity courses at the host university. They also took an intercultural
communication course that was taught by this interviewee. When students stayed for
nine months, the program arranged "buddy study partners" for them so that the Japanese
students could study with students from the host university.
All Japanese students in the program lived together in off-campus apartments. A
"dorm mother" who was an American staff member of the program lived with the
students, but no other students from the host university lived in the apartments. The
students in the program participated in some activities with the students from the host
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university. Examples of those activities include athletics, music, drama, and field trips.
As for the pre-departure program, although Interviewee F had written pre-departure
curriculum for the incoming students and sent it to their university in Japan, it had not
been used much. After the students started the program in the U.S., they look a
mandatory intercultural communication class once a week.

Japanese Students' Integration Level

According to Interviewee F, it was usually very difficult for the Japanese students
to integrate with American students. At the beginning of the program, a group of
American students helped a lot, but as time went on, it became more difficult to make
friends at the host university. The interviewee thought that one of the reasons was their
lack of English ability. Some students with a very outgoing character, which the
interviewee thought to be an "unusual Japanese character," would do better outside of the
group. However, the interviewee observed that these students had more challenges inside
of the group of Japanese students.

Relationships Among Japanese Students

Interviewee F observed that the Japanese students depended on each other a lot at
the beginning. There were always hierarchies. She mentioned that someone who spoke
the best English became a spokesperson, and that person improved her English while
others did not. The interviewee stated that a student with naturally outgoing character
was considered odd in Japan. She also thought that it was difficult for Japanese students
to move away from the group because they brought Japanese cultural norms to the U.S.
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Adapting to U.S. Cultural Norms
Interviewee F stated that if a Japanese student had more American-like
personality, that person would not do well in the Japanese group. Therefore, it would be
difficult for Japanese students to adapt to American cultural behaviors. The interviewee
also mentioned that Japanese school tried to protect female students while Americans
thought that it was too much control. Because Japanese media olten talks about guns,
murders, or rapes in the U.S. society, many parents worried about their daughter s safety.
Therefore, the Japanese university requested to have some strict rules such as curfew at
10 pin, checking the rooms periodically, and not allowing males in their apartment at all.
This created a challenge for the program staff, since they wanted to satisfy of the
Japanese client but objected to being overprotective. The interviewee stated that
"American values were such that by college, students are considered old enough to make
their own judgments about such things." On the other hand, "the Japanese school did not
want to be responsible for any compromising situations the students might get in.' These
strict rules seemed to have prevented Japanese students from being fully immersed in
American college life.
Ways to Help Students Adapt
Interviewee F suggested providing an official structure such as assigning projects
or a study buddy with American students in order to help Japanese students make nonJapanese friends. She thought that more preparation was needed; therefore, she
suggested having students sign up for the program a year ahead and having them take
nine-month preparation classes in English and culture. She also stated that the program
coordinators needed more understanding of how important the cultural exchange was.
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According to the interviewee, the coordinators need to understand where challenges come
from and be proactive before they happen.

Interviewee G
Profile

Interviewee G was a Japanese national who was born and grew up in Japan, but
she had lived in the U.S. for 12 years. She had been working with Japanese students for
10 years and been in the international education field for nine years. She had a
Bachelor's degree in American and English Literature from a Japanese university. She
also had Master's degree in Communication Studies and Doctor of Education from a
university in the U.S. She worked in the same program as Interviewee F, but the time
period was before Interviewee F. Therefore, most of the information about the program
was the same except for a few things. Interviewee G worked with 15-16 Japanese
students. The program length was either six months or one year. The average TOEFL
score of the students was approximately 400. The students took English as a Second
Language courses as well as sports activity courses at the host university. All Japanese
students lived together in off-campus apartments with an American dorm mother.
Some students joined clubs at the host university and participated in some campus events
at the host university such as "International Night." There were no organized ways to
facilitate interactions between the Japanese students and the students from the host
university. There was no pre-departure program for incoming students. An intercultural
communication training session was provided during the program in order to ease culture
shock.
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Japanese Students' Integration Level
According to Interviewee G, the integration level depended on each student.
Some students integrated well enough to find an American boyfriend. Some of them
even got married afterwards. Some dated other international students. Some students
attended activities at the host university. The interviewee observed that about 20-30
percent of students integrated well, about 50 percent did so at a moderate level, and the
rest were isolated. The interviewee thought that it was very difficult for Japanese
students to make non-Japanese friends. One of the reasons is that the students did not
have many opportunities to meet non-Japanese students. Another obstacle the
interviewee mentioned was peer pressure from the group. Japanese students worried
about how others in the group would feel if they went out from the group. Also, they
often complained to the interviewee that they did not know how to make friends or they
were not sure that the person they just met around the corner was safe or not.

Relationships Among Japanese Students
Interviewee G described the relationships among the Japanese students in the
program as follows. At the beginning of the program, the students did not have other
social support; therefore, they depended on each other a lot. As they got used to the
surrounding environment, they became more independent. In other words, the group
existed in vacuum at the beginning, then it opened up to the outside later. However, once
someone left from the group, it would be hard to come back. In order to avoid being
excluded from the group, students had to invite others when they were going to go out.
Although many students did not like this, they were afraid of being excluded from the
group. Some students got tired of this and went out by themselves, and then they did not
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have a place to come back to. Some students could do well both in and outside of the
group. Those students communicated well with others. The interviewee also observed
some hierarchy in the group. Some students became a "boss1' and bullied others. Then
some became a "pet of the boss." Some students also acted like a "princess." The
interviewee thought that it was hard for the students because they lived together all the
time. They cooked and ate together. They had to take turns to take a bath every day. In
terms of making friends with the students from the host university, the interviewee
thought that it depended on each student. Many students acted individualistically, or
more like "self-centered" according to the interviewee, but they were also afraid to go out
from the group. Some students were brave enough to go out. Some students took
advantage of being in the U.S. and made non-Japanese friends instead of worrying about
the group. However, even if students made friends with non-Japanese, those friends were
often other international students, not American students.

Adapting to U.S. Cultural Norms
Interviewee G observed the students could act like Americans; however, she was
not sure how much the students adapted to American culture at the cognitive and
affective levels. She thought that the students could be just mimicking what Americans
would do on the surface level. According to the interviewee, some students extended
their stay in the U.S. This could be an indication of how well they adapted to the
American culture. However, she also observed that many of those students still spent
most of the time with other Japanese students. They wanted to get away from Japanese
culture, but they did not adapt to American culture so much. They seemed to be just
enjoying being "students." The interviewee said that very few, one or two in each group,
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could comfortably go in and out of the group. These students seemed to be able to switch
their behaviors. The interviewee also noticed that these students often dressed more
casually like American students.
When Japanese students stayed in the Japanese cultural norms while they were in
the program, Interviewee G stated that miscommunication often happened. She observed
that when Japanese students used high-context communication style, American
coordinators did not understand and got frustrated. It caused cultural misunderstandings.
According to the interviewee, most of the administrative staff members in the program
understood the Japanese way of communication, but the faculty members at the host
university did rrot. They often thought that Japanese students did not speak up in class.
On the other hand, Japanese students made their own assumption that they were not
accepted in the class and felt as if they were excluded in the class.

Ways to Help Students Adapt
Interviewee G thought that team building would help in order to make a
supportive environment rather than being disruptive. She suggested that at first, it is
important to help the students recognize differences among the group. According to the
interviewee, the students tend to get competitive; therefore, it was important to help them
think that each student was an individual and has his or her own purpose. It they create
their own vision individually, they can plan what to do to realize it rather than comparing
with others. Then, the administrator can help the students make a supportive and
inclusive environment. The interviewee thought that a group could be an obstacle for the
students, but that she could help them turn it in to a support group. The interviewee also
thought that it is important to help students change their views so that they could sec
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personal conflicts as opportunities for their personal growth. According to the
interviewee, helping students learn about others was also important because when they
understand the background of others, they can be more accepting. In order to help
students do this, the interviewee suggested activities such as mentoring, journal writing,
cultural awareness classes, and one-on-one coaching. The interviewee also suggested the
program could encourage individual students, provide further information, teach some
skills, and allow them to practice. The last thing she mentioned was to help students
realize their own assumptions by examining why they think that way.

Synthesis
In the following section, I will examine the findings from the seven interviewees
as a whole looking for patterns, similarities, and differences.

Japanese Students' Integration Level
The range of Japanese students' integration level with the students from the host
university varied. Some interviewees said Japanese students had a tendency to be
interdependent, and it was very difficult for them to integrate with the students from the
host university. Other interviewees said some students spent a lot of time with
Americans while some others spent most of their time with their Japanese peers, and the
rest of the students were somewhere in the middle. Also, some interviewees mentioned
that the students who spent a lot of time with the students from the host university often
did not get along well with other Japanese students. Japanese students had fewer
problems making non-Japanese friends if the study abroad program provided structured
opportunities. Without those opportunities, it was difficult for Japanese students to make

92

non-Japanese friends. Most interviewees mentioned that students' lack of English skills
and the fact the Japanese students came as a large group were barriers to integration.

Relationships Among Japanese Students
The interviewees saw overall relationships among Japanese students as good.
Many interviewees said that the students often depended on each other a great deal and
had a strong desire to be a part of the group. Also, many interviewees mentioned that
there was some age-based hierarchy when students' ages are different in a group. Most
of the interviewees agreed that it was not easy for Japanese students to move away from
their peer group on their own. One interviewee said that it was because the number of
students in the host university who were interested in Japan is limited. Another person
also said that the Japanese students in the program tend to think they were (he guests and
to wait for the students in the host university to make a move first. Some said it was
easier if the program provided some structure. One interviewee observed that some
Japanese students could do more, but they did not want to stand out among their peers.
The same interviewee also mentioned that those students were often quiet in a group of
students from the host university when they were with their Japanese friends but talked
more when they were the only Japanese in the group. There were two dilterent views
about coming back to the group after someone left to make non-Japanese friends. One
interviewee said it was easier for some Japanese students to go out and make nonJapanese friends if they have a safe place to come back to. The interviewee thought that
for those students, the peers became a support group. On the other hand, another
interviewee thought that once someone left the group, it would be hard to come back.
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Adapting to U.S. or Canadian Cultural Norms
In this section, I talked about the interviewees' views about how easy or difficult
it is for Japanese students to adapt to U.S. or Canadian cultural norms and what would
happen if the students maintain only Japanese cultural norms.
Some interviewees said that on the superficial level, it was easy to switch
Japanese students' nonverbal behaviors to more American or Canadian students'
behaviors, such as shaking hands and doing high-fives. They started to act more casually.
Others also said that students began to use a more direct communication style and to
express themselves more by the end of the program. However, many interviewees said
that Japanese students' core values did not change much during their studying abroad.
What would happen if Japanese students remained only in their Japanese cultural norms?
Many interviewees mentioned that communication was the largest problem when
Japanese students acted in the Japanese way. Some interviewees talked about the
conflicts between Japanese students and members in the host university. 1 hey
misunderstood each other because Japanese students did not express themselves clearly
enough or staff/faculty members said something in a very direct manner.

Ways to Help Student Adapt
The interviewees suggested several ideas of how to help students adapt to U.S. or
Canadian cultural norms. Many interviewees stated that providing intcrcultural training
early on or before they came to the U.S. or Canada would help Japanese students. They
said that in that training, students should learn about themselves, recognize the difference
between the Japanese and the host national culture, and then find the way to integrate into
the host society. Some examples of the training that the interviewees mentioned were
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small workshops with role-playing, opportunities to observe how Americans/Canadians
behave, and training in speaking their opinion. One interviewee also pointed out that it
was important to make students realize differences among the group so that they do not
get overly competitive. The interviewee thought that it would help make the group more
supportive of each other. One interviewee said that the administrators needed to
understand where the conflicts come from and to be proactive before they happen, and
suggested that administrators can be proactive by offering intercultural training. Many
interviewees said that providing structured activities for Japanese students to interact with
the students in the host university would support relationship building with Americans.
They all agreed that the program staff members need to create a comfortable environment
by giving them positive encouragement and providing support that is balanced well with
challenges. Finally one interviewee suggested having Japanese students sign up for the
program a year ahead and have them take 9-month preparation classes, such as English
and intercultural training.
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CHAPTER V.
TRAINING PROGRAM DESIGN

Based on recommendations in the literature review and interviews, I designed a
sample intercultural training program for a group of Japanese students who will attend a
ten-month study abroad program in the northwest part of the U.S. The training has two
parts: 15-week predeparture training and ongoing training during the study abroad period.
First, I will talk about the goals of the program followed by design elements such
as length, class size, and outline of the training program. After that I will explain details
of each training session by week.

Goals of the Program
The ultimate goal of this training program is to help students develop intercultural
competence. As J. M. Bennett (2008a) noted, there are three specific domains of
intercultural competence includes specific cognitive, affective, and behavioral
competencies. Each training segment will help students develop these competencies.
As I stated earlier, I will use the concepts of transformative learning (Mezirow,
2000). Mezirow explains his theory of transformative learning as follows:
Transformation Theory's focus is on how we learn to negotiate and act on our
own purpose, values, feelings, and meanings rather than those we have
uncritically assimilated from others—to gain greater control over our lives as
socially responsible, clear-thinking decision makers, (p. 8)
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Transformative learning helps people increase the capacity of their ways of thinking. In
transformative learning, how people know things is more salient than what people know
(Kegan, 2000). Therefore, the transformative learning process may help Japanese
students enhance their intercultural knowledge, skills, and attitudes in order to improve
their capacity to adapt effectively to American cultural norms and return comfortably to
the Japanese cultural norms.
As Yamashita and Shinomiya (2004) stated, learners need to know both their own
frame of reference and the other's frame of reference in order to change how they come
to know or ways of knowing. Therefore, students need to learn both Japanese cultural
norms and American cultural norms before they can change their way of thinking about
Japanese and American cultural norms. Based on that, I came up with the following four
goals for this intercultural training.
1. To learn about Japanese students' own cultural norms
2. To learn about American cultural norms
3,.

To shift how they think about cultural norms so that the students arc
motivated to code switch

4. To practice switching between two cultural behaviors
Out of 15 weeks of training sessions, goals 1 and 2 will be used during the first eight
weeks. Goal 3 will be implemented during the next three weeks. During the sessions
from week 12 to week 15, the students will meet goal 4.
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Design Elements
The length of each predeparture training session is 90 minutes per week for 15
weeks, which is equivalent to one semester at the Japanese university that the participants
attend. The class size is approximately 20 students in one class. Since about 100 students
will participate in this study abroad program, there will be five classes total.

Descriptions
In this section, I will state the objectives, activities, and details of the each module.
I will also connect some of the training content to the literature and findings from the
interviews.

Week 1: Introduction
Objectives
After completing this module, the learners will be able to:
•

Describe the course outline.

•

Remember three important facts about each other.

•

Identify their own learning style.

Activities
Course overview
Students* introduction
Learning Style Survey
Learning Style Inventory
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Details
I will start with a course overview and students' introduction. Students will be
paired with other students and will interview each other. Later, the students will
introduce their partner to the whole group. After they learn about each other, they will
learn about themselves. I will use "Learning Style Survey" (Cohen, Oxford, and Chi as
cited in M. R. Paige et al., 2002). This will help me plan how to support students'
learning in this program in addition to helping students learn about themselves and try
something new to enhance their learning (Paige, et al. 2002). Another tool I will use to
learn about the students is "Learning Style Inventory" (Kolb 1993). By completing the
inventory, the students would find out their learning style. This will also help me plan
the training to suit the students' learning preference.

Week 2: Learn about Culture
Objectives
After completing this module, the learners will be able to:
•

Identify their own cultural identities.

•

Define culture.

•

Describe why culture is like an iceberg.

Activities
•

Discover your cultural diversity

•

Iceberg analogy
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Details
In order to develop cognitive competence, they need to learn what culture is.
Based on J. M. Bennett (2010), it appears that most of trainees are in minimization stage
of Developmental Model of Intercultural Sensitivity (DMIS) (M. J. Bennett, 1993).
Learning about culture helps students in the minimization stage to achieve a general
sense of cultural patterns, thus learning is considered to be low challenge and appropriate
content for this stage (J. M. Bennett, 2008b). Because this is an early stage in this
training program, even though the content is low challenge, I will use a low challenge
process that docs not require self-disclosure at the beginning since that is a more
appropriate approach with Japanese students. Later I will use a little higher challenge
when students need to share their ideas with others in a small group. I will start the
session with the activity "discovering your cultural diversity" (Gardenswartz & Rowe
1993). The objective of this activity is to help students recognize their own cultural
identity and the source of their cultural values. As J. M. Bennett (2010) suggested, I w ill
start most of the training sessions at students* probable preferred entry point in terms of
Kolb's learning cycle (1993). According to J. M. Bennett (2010) Japanese students will
most likely prefer Concrete Experience; therefore, 1 will start most of the training
sessions with the activities that provide Concrete Experience. Learners who prefer
Concrete Experience learn from specific experience and relating people. Some of the
activities that provide Concrete Experience arc small group discussions, examples,
autobiography, and trigger fdms (J. M. Bennett, 2010). In this activity, students receive a
diagram that shows eight to ten empty circles around a word "You." The students
individually fill these empty circles with words to describe themselves, such as race,
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gender, family roles, and social roles. Examples of the words are "Japanese," "woman,"
"student", and "sister." As Paige and his colleagues (2002) mentioned, I will tell students
that they will share this information with other students later so that they should write
only things that they are comfortable sharing with others. After they fill the circles, the
students will get paired up and discuss their circles with another student. Next, I will
explain the definition of culture. Culture has been defined in many ways. La Brack
(1993) chose the following one for study abroad purposes: "the shared sets of values,
attitudes, beliefs, and behaviors which are widely held by members of the host culture.
will also use this definition in this training. Then, students will do the iceberg analogy
activity (Paige, et al. 2002). Students in a small group put the words that they came up
with during the first activity on a picture of iceberg. Later each group shares their
iceberg with the whole class. This activity will help students examine the cultural
description about themselves in relation to the iceberg.

Week 3: Learn about Japanese Cultural Values
Objectives
After completing this module, the learners will be able to:
•

Describe characteristics of collectivistic values.

•

Identify three examples that show the "tightness" of Japanese culture.

•

Identify three examples that show the high-context communication style.

•

Tell where Japanese communication styles can be placed on the scales of
other communication styles: Direct - indirect, linear - circular, detached attached, and idea-oriented - relationship-oriented.
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Activities
•

Interpret culture through popular sayings

•

Identify examples of high-context communication style

•

Identify Japanese communication styles

Details
In this session, students will develop more cognitive competence by learning
about their own cultural values that underlie their behaviors. This is also appropriate
content for the minimization stage (J. M. Bennett, 2008b). At first, students will learn
about collectivistic values. Collectivism is defined as "a social pattern consisting of
closely linked individuals who see themselves as part of one or more collectives (family,
co-workers, tribe, nation)" (Triandis, 1995, p. 2). As I mentioned earlier, the
collectivistic value that Japanese students tend to have might be the main reason that they
have trouble disengaging from their peer group. Therefore, it is important for the
Japanese students to learn about it and become aware of this tendency.
Next, students will leant about the "tightness" of Japanese culture (Triandis 1995).
People in tight culture have to behave according to the norms of the culture, which
contains limited actions appropriate to a particular situation, with deviation severely
punished by other members of the culture. This is another issue that helps explain why
Japanese students feel so much peer pressure while they study abroad.
Then, students will learn about high-context communication style, which many
Japanese tend to use. High-context communication style is "one in which most of the
information is already in the person, while very little is in the coded, explicit, transmitted
part of the message" (Hall 1998, p. 61).
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At the beginning of each cultural value, students do the activity "interpreting
culture through popular sayings" (Paige, et al., 2002, p. 79) to recognize their cultural
values in Japanese sayings. This activity was developed originally for American cultural
values and used American sayings. I will change the sayings to Japanese ones for
Japanese cultural values. Students read some Japanese sayings and discuss what cultural
values they think are behind each saying. Then I will explain more about each cultural
value. The contents in this session are moderately challenging for the students because
these are new and unfamiliar concepts for them. Using popular Japanese sayings that are
familiar to the students will provide appropriate support.
For the high-context communication style, after I explain what it is, students will
read some statements and identify which ones are the examples of high-context
communication style. The examples of statement are: "When I m cold and want my
roommate to close the window, I make a gesture to show that I am cold.

When my

friend asks me if I want to go have pizza with her, I say no and tell her 1 rather want to
have sushi."
Finally, the students will do the activity to find other communication styles that
Japanese tend to have. This is based on the activity to contrast students' communication
styles with the ones in the target culture (Paige, et al., 2002). . At this module, the
students will use the activity to find out some communication styles that Japanese lend to
have. In the next module, the students will contrast Japanese communication style with
American communication styles. The communication styles (hat the students will learn
are direct and indirect, linear and circular, detached and attached, and idea-onented and
relationship-oriented. The students read the description of each communication style and
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mark where they think Japanese lend to be on the scales of two contrasted
communication styles. These are low challenge activities because it does not require selfdisclosure.

Week 4: Learn about American Cultural Values
Objectives
After completing this module, the learners will be able to:
•

Describe the characteristics of individualistic values.

•

Identify three examples that show the "looseness of American culture.

•

Identify three examples that show the low-context communication style.

•

Tell where American communication styles can be placed on the scales of
other communication styles: Direct - indirect, linear - circular, detached attached, and idea-oriented - relationship-oriented.

Activities
•

Interpret culture through popular sayings

•

Find cultural behaviors in statements

•

Find American communication styles

Details
Students continue developing cognitive competence in this session. After they
learn about their own cultural values, they will learn about American cultural values.
Learning about another culture is also appropriate for the minimization stage (J. M.
Bennett, 2008b). I will have American students who are studying in Japan come in to
help explain their cultural values. This session is more challenging for the Japanese
students because the content is not familiar for them, and having American students in
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the class may make them nervous because many of them might not be used to talk to nonJapanese nationals. In order to give appropriate support, I will also have Japanese
students who recently returned from study abroad so that they can help communication
between Japanese students in the class and American students. At first, small groups of
Japanese students and American students will contrast the American cultural values with
the Japanese cultural values that the students learned at the previous week. After each
group reports their ideas to the whole class, I will explain individualistic values,
looseness of culture, and low-context communication style. And then, small groups of
students read some statements that show some behaviors that reilect individualistic or
collcctivistic values, looseness or tightness of culture, and high- or low-context
communication styles. Each group identifies which of these cultural values or
communication styles is shown in each statement. An example of the statement is When
the professor asked a question in the class, 1 knew the answer. But 1 did not raise my
hand because 1 worried that my classmates might think 1 am showing off.

After this

activity, the students will guess where the Americans tend to be on the scales of
contrasted communication styles that they learned in the previous session. After that, the
American students will tell where they think Americans tend to be on the scales. In this
way, the Japanese students can compare their image of American communication styles
to the actual ones. I will also use the activity "interpreting culture through popular
sayings" (Paige, et al. 2002, p. 79) again. This time, I will use the activity as it is
presented in the book. The American students will help explain each American saymg.
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Week 5; Comparing Two Cultural Values
Objectives
After completing this module, the learners will be able to:
•

Identify at least four differences between Japanese cultural values and
American cultural values.

•

Describe at least three ways to smoothly communicate with people who have
different cultural values.

Activities
•

Concept of Self Exercise

•

Contrast Japanese views with U.S. American views

•

Develop ideas as to how people with different cultural values can
communicate smoothly

Details
In this session, students will review Japanese and American cultural values and
make comparisons. This will help students develop cognitive competence while they
learn to suspend the judgment about each culture. This will also help students in
minimization stage to understand differences in cultures. At first, the students will do
"Concept of Self Exercise" (La Brack 1993). The students look at a list of statements
that shows characteristics and behaviors. Then the students indicate whether each
statement more likely applies to collcclivistic values or individualistic values. Next, the
students will do an activity similar to "contrasting U.S. American views with the host
country" (Paige et al. 2002). Small groups of students will make statements for Japanese
and American cultural values based on what they have learned. They will make
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statements on the following categories: Collectivistic/individualistic values, tight/loose
culture, high-/low-contcxt communication styles, and direct/indirect communication
styles. For example, a statement on the collectivistic value may be "not standing out
from the group is important," and a statement on the individualistic value may be
"individual achievement is recognized and rewarded." Coming up with cultural
statements on their own can be challenging. Therefore, the students can use the previous
activity, Concept of Self Exercise, for examples of statements they need to make. After
they compare Japanese and American cultural values, they will start thinking how people
who have different cultural values can meet at midpoint in order to interact with each
other well. Trompenaars and Hampden-Turner (1998) suggest meeting at midpoint to
reconcile individualism and collectivism, and 1 will apply this to other cultural values.
The students are given some scenarios that show two people who have different cultural
values trying to communicate with each other. The students will try to come up with
ideas as to how these two people can communicate smoothly. Coming up with ideas that
are totally new to the students can be very challenging; therefore, during this activity, I
will invitee some Japanese students who recently returned from study abroad and have
them share their experience communicating with people from different cultures. The
purpose of this activity is not only to learn how to solve the problems caused by different
cultural values, but also to realize that they can communicate well with people who have
different cultural values by trying to meet at midpoint. By doing so, Japanese students
will be able to form relationships with American students while maintaining their own
groups.
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Week 6: Diversity Among the Same Culture
Objectives
After completing this module, the learners will be able to:
•

Identify whether they have more Japanese cultural values or American
cultural values.

•

Recognize differences among Japanese students and between Japanese
students and American students

•

Interpret their cultural identity in a more flexible way.

Activities
•

"Understand yourself as a member of a culture or cultures" activity

•

Find where each student is on the scale between collectivists and
individualists

•

Identify low- and high-context communication

Details
In this session, students will find differences within the same culture and develop
cultural self-awareness, which is the goal of training for the minimization stage (J. M.
Bennett, 2008b). This will also help students develop cognitive competence. After going
through challenging content in the previous week, the content in this session is fairly low
challenge because these ideas are not new to the students any more. Therefore, the
process needs to be a little more challenging. In order to make the process more
challenging, the students will disclose information about themselves regarding their
cultural tendencies to the whole class at the end of this session. At first, they will do the
activity "understanding yourself as a member of a culture or cultures" (Paige et al. 2002,
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p. 82). The students will rate themselves on the scale between two opposite cultural
values, such as individual oriented or group oriented. From the perspective of Paige, et
al., this activity will help them become aware that their peer Japanese students might
have different values and beliefs from them. Then, they will do an exercise to find where
each student is on the scale between collectivists and individualists (La Brack, n.d.) so
that they will know whether they have the tendency of collectivists or individualists. I
will also use the activity to identify low- and high-context communication (Paige et al.
2002, p. 101). These activities help students understand that each student has a different
level of collectivistic or individualistic values and communication style preference. After
these activities, students will be paired and will find differences between themselves. At
the end of the session, each pair will report their findings to the whole class. Having
students see themselves as an individual and recognize each individual has different
tendency may help them disengage from their peer group. These activities also help
students interpret their cultural identity in a more flexible way. In other words, the
students can realize that even though they are Japanese, the degree of their cultural
tendency varies. According to Paige, et al., "students who are flexible in their identity
are likely to be more positive when they are actively participating in the culture (p. 51).

Week 7: Styles of Conflict Resolution

Objectives
After completing this module, the learners will be able to:
•

Describe five different styles of conflict resolution

•

Identify relations between styles of conflict resolution and cultural values.
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•

Identify relations between styles of conflict resolution and styles of
communication.

Activities
•

Cross-cultural conflict resolution exercise

•

Demonstrate the relationship between styles of conflict resolution and
individualistic/collectivistic values

•

Demonstrate the relationship between styles of conflict resolution and low/high-context communication styles

Details
In this session, students will develop cognitive competence by learning about
different styles of conflict resolution. At first, students will read short paragraphs that
describe how some people deal with conflicts and identify one that is similar to how they
deal with conflicts. Each sentence represents one of five styles of con diet resolution (M.
J. Bennett, 1995). The styles arc denial or suppression, power or authority, indirectness,
group consensus, and direct discussion. Then they will form a small group with others
who chose the same style and talk about why they often use the style to deal with
conflicts. After that I will explain each style. Because the students talk about their own
style in a small group, the contents and process are low challenging at the beginning.
Later in the session, the process will become a little more challenging as it involves more
self-disclosure.
In order to understand the styles of conflict resolution in relation to cultural values
and communications styles, students will do another activity. Different colors are
assigned to each style of conflict resolution, and students wear a color tag so that they are
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visibly identified with the style they prefer. Then, using the result of the activity from the
previous week, they will stand in a line that shows a spectrum of individualistic and
collectivistic values. In this way, students can see which styles of conflict resolution tend
to be more toward individualistic, and which styles are more collectivistic. After this,
students will repeat the same activity with the spectrum of high and low context
communication styles so that they can see the relations between conflict resolution styles
and communication styles. In this way, the module both builds on and integrates
previous topics.

Week 8: Culture Shock
Objectives
After completing this module, the learners will be able to.
•

Describe differences among "culture surprise," "culture stress," and "culture
shock."

•

Describe each stage of culture shock.

•

Identify at least three coping strategies for culture shock.

Activities
•

Short film to show the symptoms of "culture surprise," "culture stress, and
"culture shock"

•

Small group discussion about coping strategies

Details
This segment also helps students develop both cognitive and affective
competencies while they learn about culture shock. The content is somewhat challenging
because many students have heard about culture shock, but they often do not know
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exactly what it its. Therefore, the process starts with a low challenge activity and later
incorporates a little more challenging activity. At the beginning of this session, students
will watch a short film that describes how some international students felt when they
arrived at the U.S. Students are instructed to take notes about what they think it
represents culture shock in the film. After that, 1 will explain the differences among
"culture surprise," "culture stress," and "culture shock" (J. M. Bennett, 2006). Then
students in a small group will sort what they thought was culture shock in the film into
those three categories. After they share their ideas with the whole class, I will move on
to explain stages of culture shock and symptoms of culture shock. During the last part of
the session, students in a small group will discuss and come up with some strategies for
coping with culture shock, and they will share their ideas with the whole class.

Week 9: Critical Incidents
Objectives
After completing this module, the learners will be able to.
•

Analyze critical incidents using the D-I-E format.

•

Identify which Japanese cultural values influenced the incident.

•

Critically analyze Japanese students' behaviors in a group setting.

Activities
•

Discussion about the critical incidents.

Details
Most of the first eight weeks involved informative learning (Kegan 2000) with
some exceptions in weeks five and six. Students gained knowledge in such areas as
Japanese and American cultural values. From week nine, the focus will be more on

112

transformative learning (Mezirow 2000). The goal of the sessions will be to help
students change their way of thinking about Japanese and American cultural values. The
contents will also be more appropriate for students in acceptance stage in the DMIS (J. M.
Bennett, 2008b)
In this session, students will develop both cognitive and affective competencies
by reading some critical incidents and reflecting on them. The critical incidents are about
Japanese students who have trouble with their Japanese peers during their study abroad in
the US. Students will be divided into small groups and discuss which Japanese cultural
values influenced behaviors in the incidents. During the reflection, the DescriptionInterpretation-Evaluation approach (J. M. Bennett & M. J. Bennett, 1977) will be
introduced. Students will be asked to describe what happened in the incident, interpret it
by coming up with possible explanations, and evaluate it by examining how they feel
about the incident. According to Paige ct al. (2002), the D-I-E format "can help students
approach culture learning more systematically and strategically" (p. 69). When they
interpret the incident, they are encouraged to see which Japanese cultural values
influenced the incidents. After the students have discussion in the small groups, they will
debrief in the whole group. This activity will help students start critically analyzing
Japanese students' behaviors in a group setting, thus this is a beginning of transformative
learning. The contents of this session are not so challenging because the students have
already learned these cultural issues. Therefore, the students will be challenged by the
activities to apply their knowledge to some incidents and reflect on them.
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Week 10: Reflecting on Own Experience
Objectives
After completing this module, the learners will be able to:
•

Analyze their experiences using the D-I -E format.

•

Identify which Japanese cultural values influenced that particular experience.

•

Recognize that other students also have similar experience.

Activities
•

Write their own experience of having conflict with their peers in a group
setting.

•

Analyze and reflect on their experience.

Details
At this session, the students will continue developing affective competence by
reflecting on their personal experience. The content is quite challenging because it
involves consideration of students' personal experience, and some emotions might come
out. Therefore, the students will work individually most of the class time and share their
experience and reflection in a pair at the end. At first, students will write their own
experience of having some conflict with their peers in a group setting. For example, if
someone was excluded from a group of friends for some reason, or a group of friends was
divided into smaller groups and had power struggles. The students will be told that they
will share their experience with others in the class so that the students can include as
many details as they are comfortable sharing. Then students will use the D-I-E approach
to reflect on their experience. When they interpret and explain what happened, they will
try to see which Japanese cultural values influenced the incident. As E. W. Taylor (2000)
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mentioned, it is important to address their emotions in order to help transformative
learning to occur. Therefore, students will also describe how they felt, as well as
interpret and explain which Japanese cultural values influenced their feelings.
Later students will share their experience and reflection in a pair. In this way,
students can sec that other people have similar experiences.

Week 11: What Might Happen If Students Behave in a Japanese Way?
Objectives
After completing this module, the learners will be able to:
•

Assess how their existing cultural behaviors will affect interactions in
America.

•

Identify at least three ways to support each other to successfully adapt to
American cultural behaviors.

Activities
•

Analyze what would happen if Japanese students behave in a Japanese way.

•

Write a short essay about their interpretation of the topic.

•

Brainstorm ideas to support each other to successfully adapt to American
cultural behaviors.

Details
In this session, the students will think about their behavior more analytically, and
develop affective competence. At first, in a small group, the students will make a list of
what would happen if Japanese students stuck together all the time in the U.S. and make
another list of what would happen if Japanese students used only high-context
communication styles in the US. Then, they will use cultural values to interpret what
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tilings would happen if Japanese students continued to behave only in a Japanese way.
They will individually write a short essay about the topic. After that, the students will
share their interpretations in a small group. Next, each group will report their
interpretations to the whole class. This activity will encourage students to question their
existing cultural behaviors, thus it will induce transformative learning. This will also
help students assess the value of adapting their cultural behaviors sometimes. Next, the
students in a small group will brainstorm how they can support each other so that
everyone can successfully adapt to American cultural behaviors. At the. end, each group
wiU share their ideas with the whole class. As one of interviewees mentioned, it would
be better if students support each other rather than competing. This activity would help
students create a supportive environment. The contents are challenging because the
students need to come up with a list of behaviors, interpret them, and generate more ideas
about helping each other. Therefore, I will use individual and small group activities to
give more support.

Week 12: Observe Individualistic Behaviors
Objectives
After completing this module, the learners will be able to.
•

Identify individualistic behaviors in a.skit and movies.

•

Analyze the difference between individualistic behaviors and collectivistic
behaviors.
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Activities
•

Skit by American students

•

Short clips from American movies

•

Case scenarios

Details
At this session, the students will develop cognitive competence by observing
individualistic behaviors. The contents will be increasingly challenging from this week
on until the end of the program. Each week, the students start with low challenging
activities, and then gradually move to more challenging activities. At first, the students
will watch American students presenting a short skit that shows some individualistic
behaviors. By focusing on such behaviors, the students can easily identify the
individualistic behaviors in the skit. After watching the skit, the students will debrief
what they observed. Next, the students will watch short clips from American movies that
contain some individualistic behaviors. The students will debrief what behavior they
observed in the movies. It is more challenging to identify the individualistic behaviors in
the movie clips because they are scenes of regular interactions and not specifically
focused on the individualistic behaviors. Finally, both the Japanese students and the
American students will read some case scenarios. The case scenarios are about problems
that Japanese students have with their Japanese peers during their study abroad in the U.S.
Small groups of Japanese students and small groups of American students separately
come up with a response to the problem. Then, in a whole group, the students will
compare their responses of Japanese students and American students in terms of
individualistic behaviors and collcctivistic behaviors. This will help Japanese students
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critically reflect on their own cultural behavior as well as explore other cultural behavior
as a part of transformative learning. By exploring the new cultural behaviors, this will
also prepare students to be able to shift their cultural behaviors when it is necessary.

Week 13: Observe Switching Cultural Behaviors
Objectives
After completing this module, the learners will be able to:
•

Identify someone switching cultural behaviors in a skit and movies.

•

Assess what makes people change their cultural behaviors in a skit and movies.

Activities
•

Skit by Japanese students who recently returned from study abroad and
American students

•

Short clips from American movies

Details
In this session, the students will continue to develop cognitive competence by
observing some people switching their cultural behaviors. Again, the students will start
with a low challenging activity and move to a more challenging activity in this sess'o
At first, the students in a class will watch a short skit played by some Japanese stude
who recently returned from study abroad in the U.S. and some American students. The
skit will focus on switching between individualistic behaviors and collectivistic behaviors.
The students will be told that they will make similar skits as their tinal project next week
so that they can get ideas for their own skit. After watching the skit, the Japan
students in the class will debrief what they observed. Then students will watch short
clips of movies that show someone switching cultural behaviors between two cultures.
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After watching the movie clips, the students will debrief what they observed in the
movies. Observing someone switching cultural behaviors in the movies is more difficult
than in the skits because the behaviors of switching cultural behaviors arc embedded in
the daily interactions. Students also analyze what in the situation made people switch
their cultural behaviors. In terms of transformative learning, this will help Japanese
students explore new cultural behavior.

Week 14: Make a Skit about Switching Cultural Behaviors

Objectives
After completing this module, the learners will be able.to:
•

Apply what they learned during the previous weeks to making a skit.

Activities
•

Make a skit

Details
As the final project, the students will create a short skit about switching between
collectivistic behaviors and individualistic behaviors, and present it to the whole class.
Students will need to use the cognitive competence they have developed to make the skit.
This will also help students develop behavioral competence. This final project will also
be suited for students in the adaptation stage of the DM1S (J. M. Bennett, 2008b). They
will need to think of a situation in which they would switch between collectivistic
behaviors and individualistic behaviors, determine how they would switch, and make it
into a role-play. This will be very challenging for students. However, this will be near
the end of the 15-week training, and by this time the students should have enough
knowledge about cultural values and behaviors. Therefore, the students will be expected
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to develop skills through this final project. At the beginning, 1 will explain the objectives
of this activity, which are to apply what they learned to this skit. Also, I will give
instructions to the students to first come up with a situation when Japanese students need
to switch their collectivistic behavior to individualistic behavior and make a skit around
that situation. An example of the skit is that Japanese students in a group take care of
each other in collcctivtstic behaviors, and then switch to individualistic behaviors when
one of the Japanese students in a group goes out from the group to meet American Inends.
The rest of this session, students will work in small groups and make a skit. 1 he skit that
the students watched the previous week can be used as a sample. If they have enough
time, they will practice it during the session. The group will need to come together
outside of the class to prepare for the presentation. Developing a skit and presenting it
will give students a chance to practice shifting their cultural behaviors. In terms of
transformative learning, this will help Japanese students build aflective and behavioral
competence as well as self-confidence in new behaviors.

Week 15: Present the Skit
Objectives
After completing this module, the learners will be able to:
•

Identify at least three cultural behaviors that help build relationships with
American students.

Activities
•

Presentations

•

List of cultural behaviors that help build relationships with American students
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Details
At the final session, each group will present its skit to the whole class. This will
help students use all three competencies, which are cognitive, affective, and behavioral
competencies. Students will use cognitive and behavioral competencies by making and
presenting the skit. After all groups finish presenting, the students will reflect on how
they felt about the whole process of making the skit and being interculturally competent.
This will need affective competence. At the end of the class, each student will make a
list of cultural behaviors that help build relationships with American students. This also
needs behavioral competence. This list should reflect what the students learned about
Japanese and American cultural behaviors and switching them. By doing so, the students
can have a concrete idea of how to apply what they learned in the class. Moreover, they
can often review the list to see how they are doing while they are studying in the United
States. This will address the last phase of transformative learning, which is reintegrating
the individual's own life with the new perspective.

On-Going Training During Studying Abroad
In addition to the above predeparture training, the students need to have ongoing
training during their study abroad. The students will be asked to keep a weekly journal
about their interaction with American students and their peer Japanese students. Also,
they will write down their experiences if they occur, when the students consciously
switch their cultural behaviors while interacting with American students or Japanese
students. The students will use a split-page format. They will write their experience and
reflection on one side of the page. When the students explain what happened, they need
to think about which cultural behavior(s) influenced their interaction. If they picked the
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interaction about switching cultural behaviors, they will write what circumstances made
them switch their cultural behaviors. They will also reflect on their experiences by
writing about how they felt during and after the interaction. The next week, they will go
back to the entry from the previous week to add or revise the reflection on the other side
of the page (Whalley, 1995). When they do this, they will critically reflect on their
experience by using the D-l-E method. By keeping the journal and critically reflecting on
their experiences during the study abroad, this ongoing "training" will help the students
have transformational learning throughout their study abroad. It will also encourage
students to shift their cultural behaviors while they are in the U.S. This activity will help
students continue to develop their affective, cognitive, and behavioral competencies.
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CHAPTER VI.
DISCUSSION AND CONCLUSIONS

As a conclusion, I will answer my research question. Also, 1 will give a summary
of this paper. At the end, I will discuss the limitations of this paper and the need for
future research.
Answer to the Research Question
My research question was "how can study abroad program administrators,
through predeparture and ongoing inlercultural training, help Japanese students increase
their intercultural knowledge and skills in order to transform their attitude toward
Japanese and American cultural norms and improve their capacity to adapt eilcctively to
American cultural norms and return comfortably to the Japanese cultural norms?" From
the literature and interviews, I suggest the following requirements in predeparture and
ongoing intercultural training for Japanese students studying in the U.S..
•

Students should learn about themselves and their own culture in ongoing facilitated

sessions.
•

Students should leam about other cultures.

Many interviewees mentioned that students should leam about both their own culture
and other cultures to recognize differences. This is also necessary to have
transformative learning to occur. As Yamashita and Shinomiya (2004) staled, people
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need to know both their own frame of reference and the other's frame of reference in
order to understand how they come to know or their ways of knowing.
Students should critically reflect on their interactions with their peer Japanese
students.
As Mezirow (2000) mentioned, learners need to have critical reflection in order to
transform their existing mindset.
Students should observe someone switching cultural behaviors.
According to J. M. Bennett (2010), likely learning style preferences for Japanese
students arc Concrete Experience and Reflective Observations (Kolb, 1993).
Therefore, students should observe new behaviors first before they try them.
Students should attempt to switch cultural behaviors.
In order to develop behavioral intereultural competence, students need to practice the
new behaviors.
Students should continue critically reflecting on their interactions with their peer
Japanese students as well as with American students during study abroad by
joumaling about critical inc.dents and sharing their reflections in a facilitated group.
u
rmacitv to reveal 'hidden or
As Whallcy (1995) stated, journahng has the .p
'inaccessible' facets of expertence" (p. 118)- >• ^ induces transformat.ve learning
by reintegrating into "one's life on the basis of conditions dictated by one s new
perspective" (Mezirow 2000, p- 22).
Also, from the interviews, 1 suggest the fol.owing strategies to program administrators as
ways to help Japanese students develop intereultural compete
•

,
• t, ciructitred opportunities for integration.
Program administrators should provide .
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•

Program administrators should give positive encouragement in order to create a
comfortable environment.

•

Program administrators should provide well-balanced support and challenge.

Summary
1 reviewed the existing studies about what challenges Japanese students lace
while ihey study in the US. This research suggests that many Japanese students want to
integrate with American people; however, they hesitate to do so because of the pressure
from their peer Japanese friends. Since this tendency may connect to the Japanese
collectivistic values (Triandis, 1995; Hofstcde, 1996), 1 examined the literature about
collectivism and individualism to see the connection. In addition, I reviewed material on
challenging cuitural variables (M.J. Bennett, 1995; Condon, 1977; Hammer, 2005;
Hofstede, 1980; Ting-Toomcy, 1999; Ting-Toomcy & Chung, 2005), intercuhural
competence (J. M. Bennett, 2008a, 2008b; Spitzberg & Changnon, 2009), and training
design (J. M. Bennett, 1993, 2008b, 2010; M. J. Bennett, 1993; Kolb, 1993). The
training design 1 developed included transformative learning (Mczirow, 2000); therefore.
1 reviewed some Irlerahure on that topic. I used the critical reflections to help students

Also, as E. W. Taylor (2000) suggested, I tried to make affective learning occur by
, . . |in„s toward certain behaviors based on their cultural
having students reflect on their feel ger
-i samole intercuhural training program, 1 studied
values and norms. In order to develop
two existing intereultural training designs. The first one was deveioped by Paige, e, at.
<2002) for the University of Minnesota. Another was developed by La Brack (1993) for
the University of the Pacific. Both have similar components thai help students gain
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intercultural knowledge. The programs also included some activities to help students
learn about themselves.
I also sought to learn how well Japanese students were integrated into host
communities and what their interactions with each other were like while they were
studying abroad in the U.S. and Canada. To achieve this, I interviewed seven
administrators of study abroad programs for Japanese students. From those interviews, I
learned that it is not so difficult for Japanese students to integrate in the host culture and
switch cultural behaviors at a superficial level. However, not so many Japanese students
can truly immerse themselves in the host culture and switch their cultural norms. Also,
they often see how Japanese students depend on each other and have difficulties leaving
the group. Many of the interviewees suggested having interculiural training early on to
help Japanese students integrate into the host culture. Many of the interviewees also
suggested providing structures to help students integrate into their communities and
offering the students well balanced support and challenge.
In chapter five, I made a sample intercultural training program. The objective of
this training program was to help Japanese students develop intercultural competence and
transform their frames of reference about their cultural norms so that they can easily
leave their peer group and have more interactions with people in the host culture.

Limitation of This Paper
My research was focused on prcdeparture and ongoing intercultural training.
Therefore, one limitation of this research is that language learning was not a part of my
training. According to Paige and his colleagues (2002), learning both language and
culture helps enhance students' experience in the host culture during study abroad.
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However, the relationship between students1 language ability and the potential lor
developing intercultural competence is not part of this study.
Another limitation of this study is that I did not interview lueulty to gain their
perspective on the issues of Japanese adaptation.

The Suggestions for Future Research
For future research, 1 would like to suggest investigating how we can use
transformative learning to help international students develop intercultural competence.
While transformative learning is included in my sample training, further research and
application of this perspective would benefit people who are involved with study abroad
programs.
As I slated above, my research focused on prcdeparwrc and ongoing iincrciilioral
Baining Some interviewees, however, suggested other measures to

Japanese

students while they are in the US. Therefore, I would like to suggest research on how
study abroad program administrators can facilitate culture leaning

Japanese

students are here. This could include a variety of exponential
addition to intercultural training.
Also, as 1 mentioned as limitation of my research, language learning

.earning can heip rhem deve.op intercnltnra, commence. This .11, enhance the who,
i
study abroad program for Japanese stu e

hu r-nnncctine language learning and

intercultural learning.
. c r.h is to Study the effectiveness of my sample
The last suggestion for future resca
,

1

interactions with their peers and

training. Long-term study on Japanese students tntcrac
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American students for both those who had the training and the use of a control group of
those who did not have the training would help in measuring the etfcctiveness of my
sample training and suggesting improvements.
This research was based on previous studies that revealed difficulties of Japanese
students' interactions with American students as well as Japanese peer students (Ellis,
1993; Yamashita, 2002). I tried to develop solutions to this problem in this paper. I hope
this research will help more Japanese students integrate into their host communities and
learn more about their culture and themselves. The final outcome I anticipate is that the
Japanese students will be comfortable in recognizing and preserving their own culture,
while developing competency in shifting into American culture as well.
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APPENDIX A: SURVEY

Survey Question: To be given to those working with Japanese students prior
1.

How many Japanese students do you work with each year?

2.

What is the range of average TOEFL score of the Japanese students?

to interviews.

Under 400
400-450
451-500
501-550
Over 551
How many

4.

months are the Japanese students in the U.S. with your program"

What kind of courses do the Japanese students take? (check all that apply)

English as a second language

pir \

Subject matter courses in English (e.g. History, co
(offered exclusively for the students m AHXf Economics, etc.)
Subject matter courses in Japanese (e.g.
y(offered exclusively for the students in the
^
Activity courses at the host university (e.g. P
Regular academic courses at the host university
Other: please describe
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5.

Where do the Japanese students live? (check all that apply)
In dorms with American students?
In dorms with other Japanese students?
Off campus with American students?
Off campus with other Japanese students?
With host families?
Others?

6. Do the Japanese students take classes with American students?
Yes No
If yes, what kind of classes?

7. Do the Japanese students participate in any activities with American students ?
Yes No
If yes, please describe:

8

Are there any organized ways to facilitate interactions between the Japanese students
and American students? Yes
No
If yes, please describe:

9. Is there any pre-departure program for the Japanese students before coming to the
U.S.?
If so, please describe it.

10. Is there an on-going intercultural training program for the Japanese students? If so,
please describe it.
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T
APPENDIX B: INTERVIEW QUESTIONS

L In your experience with Japanese students, overall how well did they integrate with
Americans on campus and in the U.S. ?
2

How easy or difficult is it for the Japanese students to make non Japanese friends? It
it is difficult, what do you think are the obstacles they face ,n making nonJapanese friends? What would make it less difficult ?

3. How would you describe the relationships among Japanese
on each other? Is there any hierarchy? Are there any conflicts? Phase describe.
4. How easy or difficult is it for the Japaneset students to move away
group and associate with Americans? If it is difficult, wny
difficult? If it is easy, why is it easy?

y

5. How easy or difficult is it for the Japanese students to switch to American ways of
behaving? Please give some examples.
6.

If

study abroad

programs?

7-,n what s:rc^
8. What other droughts or advice do you have about helping Japanese students integrate
more with American students?
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